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CHAPTER I 
IN'IRODUCTION 
Statement of the Problem 
The purposes of this study were (1) to determine the bases for a 
successful remedial progr~ and (2) to construct a remedial program for 
use in teaching shorthand transcription~ 
Analysis of the Problem 
Logical analysis of the problem indicated that the following fac-
tors were inherent in its solution: 
(1) A survey of related literature to determine the status of the 
problem 
(2) A study of the philosophy, psychology, and practices of reme-
dial teaching 
(3) A knowledge of the areas of transcribers' weaknesses 
(4) An analysis and interpretation of data which would reveal 
the scope of preparation essential for successful transcrip-
tion 
(5) A selection and organization of materials and methods of 
procedure that would increase the accuracy in punctuation 
of transcripts 
Justification of the Problem 
A study of this problem was prompted by the writer's increasing 
interest which had resulted from both teaching and office experience. 
At the time the study was being made 1 evidenc.e was obtained from many 
sources which indicated that the results of teaching transcription 
.: ..I j 
• 
were often far from satisfactory. Included in these sources were 
periodicals, monographs, books, research studies, and personally 
solicited comments. Although the majority of' direct_statements oon-
earning the status of' the problem were attributed to educators, they 
appeared not only to reflect attitudes and opinions but also to quote 
verifiable facts. These data were supplemented by comments o£ business-
men, of'f'ice employees, and students. A lack of' knowledge of English 
fund~entals, as well as a lack of ability to apply knowledge, was fre-
quently criticized. 
Indicative of the trends of the criticisms concerning transcrip-
tion weaknesses were such statements as the ten which follows 
In their textbook,. Methods. 2!. Teaching Business Subjects, Tonne, 
Popham, and Freeman,1 quoting S. J. Wanous, .report that 
In one study of transcription weaknesses, it was found 
that English errors account for ·55 per cent of' the total errors; 
content errors, 28 per cent; typographical errors, 9 per cent; 
and letter .. mechanios errors, 8 per cent. 
A$. the result of' a survey of office duties and employers' evalua-
tion of' office employees in Pekin, Illinois, Strauch2 reported that 
employers consider stenographers .weak in skills and abilities as they 
concern knowledge of business terms, penmanship, punctuation, and 
printe~ business f'or.ms. 
1 
Tonne, Herbert, Poph~, Estelle L., Freeman, M. Herbert, Methods 
of Teaching Business Subjects, The Gregg Publishing Company, New York, 
!949. P· 2n. 
2 . 
Strauch, Juliabel, 11A Survey of' the O:ff'ice Duties and the Employ-
erst Evaluations of'. Office Employees in Thirty-two Business Offices in 
the Pekin, Illinois, Employment .Area, ·n Ra.view of' Business Education, 
.vol. 47, .August, 1949, P• 2;1. -
• 
• 
After haVing made an investigation o£ the adequacy of business Eng-
lish instruction .in. selected high schools o£ New York state, Hughes1 said, 
~e businessman is diSlll8.yed by the lack o£ knowledge o£ .English shown 
by his office workers, and he says something MUST be done about it~ 11 
Miss Hughes2 later concluded that 
A tremendous handicap to a solution o£ this problem is 
the attitude of many English teachers that the business teacher 
knows little of English teaching problems an~ the attitude of 
the business teacher that the English teacher knows little of 
business problems and, further, that nothing oan be. done about 
it except to .bear it. 
Sister Mary Esther Malone3 presented the following comparison 
between the frequency of errors in nonmailable office transcripts an~ 
those in students' transcripts. Both were judged by the s~e criteria--
the opinions of 100 businessmen who were personally interviewed. 
Rank Report 5:£ Businessmen ltank Re.port. ~ Students t ~ 
1. Misspelling 1. T.ypographical errors 
2. Meaningless transcription 2. Incorrect punctuation 
3· Typographical. e~ors . 3 .. 5. Errors in set-up of letter 4. Incorrect punctuation 3·5· Miscellaneous errors 
5· Noticeable erasures 5· Correctlywritten.notes incorrectly transcribed 
6. Errors in set ... up of letter 6. Misspelling 
7· Omissions o£ words 1· Errors in general appearance. 
ot letter 
8. V&ilu.re to correct errors 8. Meaningless transcription 
in dictation 9· Incorrect syllabication 
Hughes, Mildred Owens, ! Survey ~ the Adequacy ~Which Second-
ary Schools Fill the English Needs o£ Business Education Students Deter-
iililed by .Bus'iiie'S$ Ten, English. Teachers, and Of.f'ice Workers, Master t s 
Thesis;-syracu.se University, 1948, p. 87.---
2Ibid, P• 91 • 
?Malone, Sister Mary Esther, A Study of Transcription Errors of 
Students in Twelve Catholic Schools, Masterts Thesis, university: of 
Pittsburgh, 1933, P~ 39. 
• 
• 
-----
Analyzing and summarizing f!7 research studies in shorthand tran-
scription in 1946, .Andersonl presented additional evidence of the status 
of the problem in the :following conolusiont 
The.re was general agreement in the :findings among the 
various investigators that. the frequency of errors in tran-
scription occurs .in the :following order: errors in punctuation, 
typing, grrummar, spelling, capitalization, substitution ofwords, 
omission of words, arrangement of letters and mechanical details, 
and syllabication. 
In commenting upon an analysis o£ transcription errors and an 
evaluation. o:f a remedial program., which was. the basis of a study made 
2 by Mary Agnes Ryan, Anderson said; 
Perhaps the most interesting part of the study is that 
dealing with the problem of remedial instruction in tran-
scription. This is a problem which needs thorough study. 
After the instructor has determined the areas in. which the 
.transcription students need additional drill, what are the 
best procedures .for providing that instruction? 
Since, in many cases., the studies of transcription errors 
have revealed the same basic weaknesses, a planned program of 
. remedial instruction would be helpful .to many transcription 
teachers. In this study, the remedial instruction apparently 
did not enable the experimental group to do any better work 
in transcription than the control group. Here is a problem 
which needs further investigation. The use of other pro-
cedures and materials might produce different results than 
.'those obtained by Miss 'Ryan. 
Again, in 1950, Anderson pointed out the need :f'or studies in this 
field. A'b that time she said: 
The transcription studies have almost invariably dealt 
with analysis of transcription errors and transcription 
rates rather i;han studies of the most effective procedures 
which should be used in teaching transcription. In the past 
few years many suggestions have been made by business educators 
1Anderson., 'Ruth I., An Analysis and Classification o£ Research. in 
. Shorthand. and Transcription, Doctoral Thesis, Indiana University, l9Iib', 
vol. 2, P• 5'74. 
2lbid, P• 5,50. 
4 
• 
for the improvement of instruction in transcription, but teachers 
and graduate students have been slow to test.these devices through 
experimental·research •••• 
Too mu·ch resear<lh has been needlessly repeated because it 
was easier to follow the techniques employed by others than 
to develop new ways of solving research problems •. This may be 
one of the reasons why so little research has been conducted 
in the area of intE~grated training~ So little has been done 
that it is. impossible to :follow the procedures used by others. 
This should be all the more stimulus for studying the problems 
o£ integration. The problems in values to. be derived from 
integrated training in secretarial science should present a 
real challen.ge to anyone cont-emplating research. in this field. 1 
The preceding comments were made by business tea.chers. How do 
graduates £rom business courses feel about their preparation? 
Noonan2 found in her follow-up study that business graduates urged 
~ore stress on spelling, punctuation, business-letter writing, and 
vocabulary. 21 This recommendation was listed second in importance by 
the respondents surveyed; appearing .in first place was ~owledge of 
business ethics, business manners, personality, appropriate dr.ess, 
zv 
getting along with business assooia.t.es. 11 
Turner4 reported that the business graduates whom she surveyed 
expressed these views 2 •spelling and. English grammar should be 
emphasized greatly.• ~equire more English of those students planning 
Anderson, 'Ruth .I., 11!ntegrated Secretarial Training, • American 
Business Education, vol. 6, No. 3, March, 1950, PP• 160, 164. 
2Noonan, lla.ry. M. 1 A :Follow-Up Study of the 1946 and 1947 Business 
Graduates of. the X High-School, Master's Thesis~'"'BOS'ton UnJ.versity, 
1949, P• 35.---
3 ~~ P• 35· 
4Turner, J. V., A Follow-Up Study of the Business Department 
Graduates of .. North Carolina. CoiTega f'roiii-"i940 to 1948, Later's Thesis, 
Boston University, 1949, pp. 59-60. ----
• 
• 
to be secretaries.n 8 0ffer more than five hours of business English.~ 
other business workers, likewise, expressed a need for more back-
ground in thi~ subject. In a study made by McCready,1 an analysis of 
data obtained from 88 secretaries, 138 clerks, and 25 heads of depart-
ments indicated that ~glish, PersonalityDevelopment, Skills, Pro-
motional Inform.ationft should be included in that order of importance in 
an in-service training program for the c.ompany surveyed. 
That transcribers 1 prepara:tion in Engli.sh is inadequate seemed 
clearly_ indicated by the scope of the foregoing samplings of studies 
and opinions. With that. fact in mind,_ this study was undertaken to 
provide a remedial program that would reduce deficiencies as soon as 
they appear. 
Delimitation of.the Problem 
All areas of weakness could not be. studied in this investigation; 
consequently, the study was limited to one area of marked weakness--
punctuation. It was further delimited to marks of punctuation used 
internally in the sentence, excluding abbreviations and capitalization • 
~cCready, M. E., A Study to Determine the Need for and the Content 
of an In-service Trainhg Cou.rse-'in StenograPhfo-pr()oe'd.Ur9""forthe New 
EnglandMutual Life. Insurance Company, Boston, Massachusetts, Master's 
Thesis, Boston University~ .1949, p. 73· 
6 
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Definitions of Terms 
'l'he following terms, used in this study, were taken from the· 
Dictionary~ Eduoation. 1 
Diagnosis, educational: determination of the nature of learning 
difficulties and deficiencies. 
Diagnostic ~l (1) an examination intended to measure achieve-
ment in a narrow subject field or in related subfields 11 particularly 
with a view to determining specific weaknesses of pupils as a basis for 
remedial measures; (2) an examination, the results of whi~h permit a 
broad, general diagnosis of pupil weaknesses and strengths. 
Error, grammatical: (1) any mistake made in choosing the conven-
tionally aooepted forms o:f words, such as using ~.when ~ is needed; 
(2) any mistake made in the arrangement of words within one of the con-
ventionally accepted s.entence structures. 
FUnctional approacht (1) a method of introducing new subject mat-
ter by evaluating its usefulness and teaching its use to the learners; 
(2) a technique of individual counseling in which the practical value 
of advice is stressed. 
7 
Mailable let.ter: a typewritten letter that is suitable to send out, 
depending on the standards of the sender; in general, a letter that would 
be satisfactory to the average businessman when judged for accuracy of 
trans oription and neatness and accuracy of typing. 
1Good, Carter V., Editor, Dictionary of Education, McGraw-Hill 
Book Company, Ino., New York, 1945. 
• 
• 
Teaching~ remedialt Special instruction intended to overcome in 
part or in whole any particular deficiency of a pupil not due to infe-
rior general ability • 
Skill, fundamentals a skill that is basic to the mastery of a 
school subject, such as addition and subtraction. 
Transcription: the act or process of reproducing in longhand or 
on the typewriter material taken from dictation in shorthand; the repro-
duction itself. 
Organization of Chapters 
Chapter I presents a statement and analysis of the problem, its 
justification and delimitation, and definitions of terms frequently used 
in the study. Chapter II summarizes related literature, whereas Chap-
ter III outlines the procedures that were followed. 
An analysis and interpretation of data is given in Chapter IV. In 
Chapter V statements and conclusions regarding the status of the problem 
are made, together with recommendations for further study. 
Chapter VI presents a remedial program for teaching the punctuation 
of shorthand transcription • 
8 
• 
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CHAPTER II 
DIGEST OF RELATED LITERATURE 
Introduction 
A preliminary survey of related literature indicated that the nature 
' 
of the problem being studied warranted making the following basic asstnn.p-
tions. In the first place, it was evident that the success of a tran-
scription program. is a relative term because the objectives in each 
school are largely a ma.tt.er of selection to meet looal requirements and 
philosophies. In the second place, it was also evident that there are 
some criteria which are cemmonly accepted as fundamental, even when local 
requirements and philosophies govern the choice of speoifio objectives. 
These criteria may be briefly summarized as follows: recognition of 
basic objectives and standards, knowledge of the intelligence and abili-
ties o£ the students, adequate time allowance to meet the objectives, 
availability of suitable materials and equipment for instruction, well-
prepared and eo-operative teachers, and selection of effective procedures. 
With these basic assumptions and the problem. area in mind, a fur-
ther investigation was made to learn the results of previous research 
'bhat_ would have a bearing upon the solution of the problem. That little 
had been reported in this field immediately became apparent, although 
there could be no logical questioning of the likelihood that each teacher 
must do some type of remedial teaching. Because no similar studies were 
found, it seemed desirable to explore and summarize the current philoso-
phies, practices, and problems under the follo~g classifications: 
0 
• 
(1) Remedial teaching 
( 2) Punctuation 
(3) Transcription 
The remainder of the present chapter, conse~uently, will follow 
this plan. 
The Philosophy of Remedial Teaching 
10 
The mere term ttremedial tt suggests, with a sense of foreboding, that 
something is wrong. A stigma, resulting from years of symbolic experi-
ence, is attached to the term. How to circumvent the implications of 
such a connotation and at the s~e time attain an educational goal indi-
cated that a philosophical approach might point to the solution. It 
seemed necessary first, therefore, to understand the requirements of 
ideal form and function. Consequently, a search was made to learn what 
viewpoints had been expressed about this subject. 
Blair1 expressed his ideas concerning the function of a remedial 
progr~ in the following words: 
Remedial teaching is the remedying or removal of the effects 
of originally poor teaching or poor learning. • • • Remedial 
teaching is essentially good teaching which takes the pupil 
at his own level and by intrinsic methods of motivation leads 
him to increased standards of competence. It is based upon 
careful diagnosis of defects and is geared to the needs of 
the pupil. 
1Blair, Glenn Myers, Diagnostic and Remedial Teaching in Secondary 
Schools, The Macmillan Company, New York, 1946, PP• 14-17. -
Second Yearbook, Commercial Education ~sociation of New York City and 
Vicinity, 1932, Brooklyn, New York, PP• 1-3· 
2y0ak~, Gerald A., and Simpson, Robert G., Modern Methods and 
Techniques of Teaching, The Macmillan Company, New York, 1949, p:-248. 
• 
• 
In addition to recognizing a similar function of remedial teach-
ing, another writer on this subject pointed out that an understanding 
of the causes of defects is essential to proper guidance of remedial 
practice. Placing an emphasis upon skill subjects, Roga.linl has thus 
indicated his interpretation: 
The skill reactions are complex habits. Psychology teaches 
us that a complex habit must be analyzed into its constituent 
elements, each part drilled as a separate habit, and that 
the elements can be united in a cumulatively synthetic man-
ner. That is, they are figuratively woven into a cable of 
reaction. Deficiency in the skill reactions is due to some 
deficiency or deficiencies in the strands that compose this 
cable. This makes analytic consideration facile. The task 
of the teacher is to discern these causes and re-drill on 
these elements alone and in proper combination. Merely 
re-drilling as a whole could not accomplish remedial results 
because of the existence of the weak strandl 
A general specification of the requirements for remedial teaching 
was made by Yoakam ~nd Simpson2 in the following statement: urn the 
skill subjects, it may be chiefly drill or systematic practice under 
guidance. The practice of selecting the proper remedy or treatment 
and applying it effectively is an important activity in class period.n 
Emphasis was again placed upon the drill aspect of remedial teach-
ing. In this reference Greene, Jorgensen, and Gerberich show where it 
belongs in the teaching program. They too call attention to the seleo-
tion of material that is functional in obtaining the objective desired. 
Their pertinent statements about procedures follow. 
laoga.lin, Maurice E., 'tr>iagnostic Testing and Remedial Teaching, n 
Second Yearbook, Commercial Education A$socia.tion of New York City and 
Vicinity, 1932, Brooklyn, New York, pp. 1-3· 
2Yoakam, Gerald .A.., and Simpson, Robert G., Modern Methods and 
Techniques of Teaching, The Macmillan Company, New York, 1949, p:-248. 
11 
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• 
there are two ways of maintaining a high level of pupil achieve-
ment in any subject after direct instruction has been discon-
tinued. These are (1) systematic drill in general .... and~ 
(2) systematic remedial drill devices to fight forgetting. • • • 
The program which coincides most closely with the experience 
of successful teachers and with a sound psychology of learning 
calls for the following steps in approximately the order indi-
catedt (1) teach, (2) review, (3) test for weaknesses whenever 
they appear, and (4) follow with remedial drill units upon the 
specific weaknesses •••• 
Drill material of established validity must be provided 
for each specific skill which conditions achievement in the 
12 
subject if remedial work is to be effective. • • • drills must 
closely parallel the skills which they are supposed to remedy •••• 
drill material designed for remedial and corrective use strikes 
directly at the heart of the trouble and wastes no time on skills 
which need no practice. 
A comprehensive view of the subject was also given by Ethel A. 
'Rollinson. 2 She particularly emphasized that improved instruction and 
increased learning result when the information obtained from the inter-
pretation of diagnostic tests is effectively used. In this connection 
she saidt 
During the process of learning, some classes and some stu-
dents learn some phases of the subject more quickly under certain 
methods than do others. Therefore, during the learning period 
diagnostic tests are given to determine just what has been mas-
tered and what is still to be mastered, as a class and as indi-
viduals. • • • Only a diagnostic test will give us a correct 
picture of these various successes and failures. • • • Diagnostic 
testing for the teacher is a scientific method of eliminating ran-
dom teaching •••• 
The remedy • • • depends upon the interpretation of the data 
derived from the testing. 
1Greene, Harry A., Jorgensen, Albert N.~ and Gerberich, J. Raymond, 
Measurement and Evaluation in the Secondary School, Longmans, Green and 
Company, New Y'Ork, 1946, pp;-296-298. 
~ollinson, Ethel A., "Fundamental Princ~ples ofDiagnostic Testing 
and 'Remedial Teaching,n Second Yearbook, Commercial Education Association 
of New York City and Vicinity, 1932, Brooklyn, New York, pp. 9, 14. 
• 
•• 
The significant viewpoints that were expressed in the 'preceding 
opinions appeared to indicate that the philosophy of remedial teaching 
could be summarized as follows: 
(1) The function of remedial teaching is the remedying or improv-
ing of poor teaching or poor 1 earning. 
(2) A prerequisite to actual remedial teaching is the diagaosis 
of the degree of mastery. Tor this purpose a test must be used that is 
designed to reveal specific areas of.defioienoies. 
(3) A study of the results of a diagnostic test must be made to 
deter.mine where emphasis should be placed in the use of drill material. 
(4) The drill material which is used in remedial teaching must 
closely parallel the skills that it is supposed to remedy. 
(5) Provision must be made for individual differences by doing 
both group and individual remedial teaching. 
An application of this philosophy to the present problem seemed to 
indicate the following procedurest 
13 
(1) A diagnostic test using business vocabulary should be constructed 
that would reveal deficiencies in punctuating. 
(2) A for.m should be designed for analyzing the results of the test. 
(3) Drill material using business vocabulary should. be provided for 
punctuating in English1 shorthand, typewriting, and transcription. 
(4) Provision should be made for both group and individual remedial 
teaching in the areas of recognized deficiencies in punctuating • 
• 
• 
Psychology Applied to Remedial Practice 
The form and function of remedial teaching were specified in the 
philosophy which has just been expressed. It seemed essential to sup-
plement such a perspective of the problem by obtaining information about 
the psychological factors that condition improvement of learning. In 
the literature related to this subject, two factors were outstanding: 
increased motivation of the student and a more effective application 
of the principle of repetition in practice or drill with materials which 
are meaningful. Regarding this Kingsley1 said: 
A skillful teacher provides occasions that encourage the return 
again and again of a function, for this makes possible the pro-
gressive mod~fication of the function in the direction of the 
goal of learning. • • • 
To be effective, however, repetition must be accompanied by 
other essential ingredients of the learning process. Without 
attention, interest, meaning, and a goal, repetition is ap_t to 
be useless.. The mere repetition of situations, or of responses, 
is not in itself capable of strengthening a functional tendency 
or of perpetuat~ng a response. 
The foregoing factors were likewise recognized by Book, 2 whose 
enumeration of the elements that condition the degree of improvement 
in learning seemed particularly worthy of note. Stressing the recog-
nition of individual differences, he concluded that the amount of gain 
depends upon the following: 
(1) upon the complexity of the task and the consequent 
chances for improvement; (2) upon the need felt by the learners 
for greater gains, upon their interest in improvement as such, 
their belief in its possibility and on the degree of necessity 
which they feel for greater speed or skill; (3) upon acquiring 
1Kingsley, Howard L., The Nature and Conditions of Learning, 
Prentice-Hall, Inc., New York; 1946, p~. 
2Book, William F., Learning to Typewrite,· The Gregg Publishing 
Company, New York, 1925, P• 311~ --
. I 
• 
the proper methods of work or technique; and (4) upon the 
presence of the native endowments required to originate and 
fix the particular habits which constitute the skill desired. 
The amount of improvement and the degree ·of skill that 
should be attained by a learner in any given field of acquisi-
tion isa relative matter for each case of learning and each 
type of human skill. 
Although the importance of the preceding factors was emphasized~ 
Book did not minimize the significance of physiological factors in 
determining the rate . of gain. Such factors include the effect of 
fatigue and the general neural and physical condition of the learner. 
Many writers .have commented upon the important part that attitude 
plays in securing improvement. of learning. . The following interprets.-
tions provided typical examples that illustrated the meaning, the 
influence, and the effect of attitude. 
In an experiment performed by Shaw and Crumpton with a group of 
junior-high-school. children_ for the purpose of improving the quality 
of handwriting~ the conclusion, as reported by Monroe and Engelhart~1 
was made that flAttitude is a potent factor in the development of a 
skill." 
To understand the implication of such a statement as the fore-
going necessitated knowledge of the definition of attitude. 'Two ref-
erences gave the following interpretations. 
Greene~ Jorgensen, and Gerberich2 said, "An attitude is a state 
of readiness which exerts a directive, and sometimes a compulsive, 
influence upon an individual's behavior.• 
~onroe, Walter S., and Engelhart, Max D .. ~ "Stimulating Learning 
Activity,• Bulletin No. 51, University of Illinois, Urbana, Illinois, 
1930, P• l.Ji. - -
2Greene, Jorgensen, and Gerberich, !E.• ~· ~ p. 252. 
15 
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In terms somewhat more technical, Allport1 defined it in this way: 
An attitude is a mental and neural state of readiness, organ-
ized ~hrough experience, exerting a directive or dynamic 
influence upon the individual's response to all objects and 
situations with which it is related • 
In a discussion of the problem of stimulating learning activities, 
Monroe and Engelhart2 made the following conclusion: 
that six devices seem to be worthy of more :frequent use than 
others and that :four should be employed -less :frequently and 
only with considerable caution. 
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A list of those which were considered to be worthy of more :frequent 
use was headed by a reference to attitudes,; 
1. Engendering suitable mind-sets,.attitudes, or moods. 
2. Acquainting the pupils o:f definite objectives. 
;. Infor.ming the pupil o:f success in learning. 
4. Testing achievement :frequently. 
5. Commending where commendation is. justified. 
6. Conferring when a con.:ferenoe will prove stimulating. 
In the group against which caution was directed appeared these ideas:4 
informing the pupil of :failure in learning; arranging competitions, 
administering reproof or punishment; awarding prizes, honors, and 
other distinctions. 
Indicative of the effect of a change in attitude was that reported 
by Stuart Chase, known as the Hawthorne experiment. The experiment was 
one of a series performed by a group o:f social scientists in a large 
:factory in Hawthorne, near Chicago. Six girls were used as a test group. 
1Allport, Gordon, uAttitudes," A Handbook of Social Psychology, 
Carl Murchison, Editor, Clark University Press, Worcester, Massachusetts, 
1935, P• 810. 
2Monroe and Engelhart, ~· cit., P• 57 • 
;Ibid, p. 57. 
~id, P• 57· 
• 
• 
Chase described the exper~ent as follows: 
The object of the experiment was to determine the effeot 
on output of various changes in hours, in wages, in rest 
periods, piecework, and so on. The assumptions were that 
higher wages would increase output while shorter hours might 
decrease it--the usual common sense assumptions •••• 
Some farce they could not measure was pushing output up 
no matter how they shifted hours, wages, rest pauses •••• 
What was this mysterious X which had thrust itself into the 
experiment? The staff be~ looking for it all over the 
factory but it was not there. 
They finally found it in the girls themselves. The workerst 
attitudes had changed. The mysterious X was the way the girls 
now felt about their work. By putting them in a frieniUy world 
of their om, by consulting them o:f'ten, the scientists had caused 
a psychological change in these young women and given them a new 
sense of their status and value. The girls were no longer sepa-
rate cogs in an impersonal, pecuniary machine; they were helping 
in a small way to direct the machine. So· their output went up 
17 
no matter how conditions were changed under them. The investiga-
tors concluded that. this hapfened because the girls were reoogoized, 
because they felt important. . 
The effect upon personality of satisfactory adjustment to a learn-
ing situation was represented by the following introductory statement 
that Terman2 ma.de concerning the success of Fernald's methods in 
remedial techniques: 
Many of her pupils had become behavior problems, delinquent--
all evidenced a sense of profound frustration. In a few months, 
or at most two years, she brings reading ability up to mental 
age. Success resulted in a ~~transformation of personality.• 
1
chase, Stuart~ The Proper Study 2!. Mankind, Harper and Brothers, 
New York, 1948, PP• 2.39-241· 
2Fernald, Grace M., Remedial Techniques in Basic School Subjects, 
McGraw-Hill Book Company, Inc., New York, 194.3, p. ix. 
• 
• 
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These samplings of opinions seemed to indicate that the important 
psychological .factors which should be considered in the construction o£ 
a remedial program ooul d be s'Qlll11l8.rized as follows t 
(1) The attitude of the learner· greatly influences the amount 
of gain. 
(2) For desired outcomes, special provision :must be made to :main-
tain an attitude favorable to the learning o£ the particular subject 
matter. 
(3) Goals :rnus~ be established for remedial work. 
(4) Students :must be kept informed of their progress. 
(5) Meaningful :material :must. be used in the remedial work in 
order to keep the student's interest. 
( 6) The amount of improvement and degree of skill which any 
student can attain is fixed by the limits of his native capacity. 
The teacher must accept this fact. 
All of these points seemed to be important in solving the problem 
of this study. No additional emphasis appeared necessary except in • 
the focus upon business ter:rninology in drill na teria.l. Such material 
should include situations that a student would be likely to encounter 
as an employee in a business office • 
• 
• 
• 
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Punctuation 
That there is frequent criticism of the ability of business stu-
dents and of.fioe workers to use punctuation has been pointed out in 
Chapter I by the scope of the samplings of research studies and opinions. 
To what are the reasons for such criticisms attributable? Is the status 
confined only to the punctuation of transcripts, or is there a generally 
recognized inability to use punctuation? What is punctuation? What are 
the essentials that should be mastered? How is the ability to punctuate 
acquired? To answer such questions as these guided the exploration of 
related literature. 
General Status of the Problem. The widespread attention given to 
this subject indicated that inability to punctuate is not confined to the 
punctuation o.f transcripts only. Punctuation appeared to become an issue 
whenever written expression was the .focus of attention. More than 25 years 
1 
ago Ruhlen and Pressey made a statistical study of punctuation in an 
attempt to determine the minimum essentials that should be mastered. At 
that time they said, 11J!igh-school and college students.are notoriously 
lacking in ability to punctuate properly.~ 
More recently Baker2 came to the .following conclusion as a result of 
sampling literature discussing the ability to punctuate: · 
That punctuation errors make up a large percentage of the 
total errors in written composition. • • • Punctuation errors exist 
at all grade levels, from the elementary school through to the col-
lege level and beyond. There is, apparently, very little growth 
in punctuation skill from grade to grade. • • • The most commonly 
misused marks appear to be the comma, the apostrophe, and marks at 
sentence endings. Errors of sense are by .far the most numerous. 
lauhlen, Helen, and Pressey, S. L., 8A.Statistical Study of Current 
Usage in Punctuation,~ English Journal, vol. 13, P• 325. 
%aker, R. E., Functional. Punctuation in Secondary School English, 
Master's Thesis, Bo.ston On~versi£y, 1945, p:-48. 
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That 66 per cent of the students in a college year of composition 
received C, D, or F in applying the mechanics of writing is but another 
of the many indications of dissatisfaction with the status of this 
1 
ability. As a matter of faet, an examination of' any writing, even that 
of English teachers themselves, will reveal divergencies in the use of' 
punctmtion. What, then, shall be the criteria to be used as the basis 
for teaching? Before answering this question~ it seemed desirable to 
learn 'bhe opinions of various specialists concerning the meaning and pur-
.pose of' punctua'bion. Although.the statements of rules are reco~ized as 
guides, it appeared important to know what philosophies have prompted 
their formulation.. Consequently, an examination of' many textbooks was 
made to learn the points of view taken by writers on this subject. 
~ Meaning ~ Purpose £.! Punctuation.. It was found that some 
writers listed rules for punctuation without including any comments con-
earning their definitions or purposes. This fact might indicate that 'bhe 
authors considered the information to be so well established as common 
knowledge that such interpretations were unnecessary. The fact that 'bhe 
majority did pref'ace their statements of rules by an interpretation seemed 
to indicate, however, a recognition of varying viewpoints on the ];art of 
writers and an attempt to establish specif'ic objectives for the applica-
tion of' the rules. 
Although there appeared to be a somewhat general consensus in the 
terminology used bo'bh in defining punctuation and in explaining its purposes, 
~anohere, Hoyt, e., ncollege ~eshmenReeonsider and Suggest,n 
College English, vol. 13, March, 1952, p. 326. 
.e 
• 
• 
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varying emphases upon grammatical and rhetorical relationships were indi-
oated in both aspects. The words conventional and mechanical most often 
appeared in the definitions in conjunction with s~bol or device, whereas 
clarity was the common ter.m used to explain its .purpose. That good writ-
ing is the basis for good punctuation was pointed out in many statements, 
and that .logical thinking is a prerequisite to good writing appeared to 
be considered axiomatic. 
There was, nevertheless, apparent lack of agreement about the use 
of marks of punctuation.to indicate pause effects. Herein may lie one 
basis for the conception which students have concerning its use, for it 
is not uncommon for a student to attempt to justify the use of a comma, 
for instance, by saying, •I put a comma there because it.is where I would 
pause in reading.» 
The following three excerpts express the general trends of opinions 
about the purposes of punctuation. At the same time they indicate emphases 
upon somewhat different aspects. 
1 Summey describes in part .his viewpoint as this: 
Punctuation is primarily for the reader's eye, with only 
partial correspondence to the movement, stresses, and infle~­
tions of speech. One does not always stop on a punctuation 
mark, and there are pauses in oral reading that are not marked 
by punctuation in written matter. 
Wilkinson concurs in general with the preceding quotation, but he 
brings out in his last sentence the basis for formulation of the rules 
I 
in the following statement: 
1 Summey, George, Jr., American Punctuation, The Ronald Press Com-
pany, New York, 1949, P• 7~ 
• 
• 
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!rhe main :function of such marks is to substitute as best 
they can in the artificial written language for the meaningful 
pauses, changes of pitch, and varying stresses in natural speech. 
They are not, however, exact parallels to pauses and inflections 
of the vo'I'09. lndeed, a sure way to be unsure about punctuation 
is •to punctuate as I think it ought to sound.• Punctuation is 
a device for the reading eye rather than for the speaking voice. 
By indicating groupings of words, the relations of the groups, and 
the relative weights of groups, punctuation marks can help greatly 
in giving the reader the exact idea at a gltnce--i£ the writer and 
reader interpret the marks in the same way. -
' 2 On the other hand, Mar~wardt appe~ed to place more emphasis upon 
a closer alliance between punctuation and speech. At the same time, he 
gave positive recognition to the need.for correctness in sentence struc-
. ture and grammar if punctuation is to fulfill its function of making the 
relationships of sentence elements clear. In discussing the purpose of 
punctuation, he made the f'o.llowing statement: 
PUnctuation belongs to the written language, and to the 
written language alone. Like the written sentence, punc'bua'bion 
is a system of: co:nven'bions--'bhat is, of customs taci'bly agreed 
on by the users of' 'bhe language--whose :fun.ction is to communicate 
those elements of speech which cannot conveniently be set down on 
paper. Pitch, s'bress, time, and pause are such elements. Before 
'bhe words period, colon, and comma came to be applied to. the vari-
ous points of punctuation, they all signified a sentence or seg-
men'b of a sentence, or a. pause. That is to say, they began as 
names for rhetorical units;. they implied a recognition of some of' 
the facts of' the spoken language. • • • 
Punctua'bion marks, as used today, may be roughly grouped 
according to the relative degree of separation which they indi-
cate between groups of words. In speaking, they correspond to 
pauses of different lengths •••• 
1 
Wilkinson, C. W., Menning, J. H., and Anderson, C. R., Writing ~ 
Business, Richard D. Irwin, Inc., Chicago, 1951, p. 144. 
~rckwardt, Albert H. 1 Scribner Handbook of' English, Charles 
Scribner's Sons, New York, 1940, PP• 266-270. --
• 
·~. 
Essentials of Punctuation. In the study previously mentioned, 
~uhlen and Presseyl approached the problem as follows: 
some • • • general determination of the larger fact remard-
ing current usage seemed highly desirable for guidance in 
effort at improvement· of the teaching of punctuation in the 
public schools. • • • Any systematio effort at the improve-
ment of instruction in the matter would seem, very naturally, 
to begin with an investigation as to which usages, :in punc-
tuation, it is most important that a pupil should learn. And 
frequency of occurrence would seem a reasonably satisfactory 
measure of the importance of the usage. 
The data which they used consisted of an analysis of all punctuation 
found in 100 business letters ,and in one issue each of such representa-
tive publications as World's ~and the New~ .Times. They studied 
every tenth page of the magazines and the front page of the newspapers. 
Excluded from the analysis of the business letters were the heading and 
the complimentary close. A total of 38,638 words were involved. They 
described their method of handling these data as follows •2 
Usages were classified after careful study of handbooks of 
English Composition. 'l'he classification was based on no one of 
these authorities, but is believed to be fairly satisfactory and 
complete. 
In handling the results, the total number of c~ses of each 
usage for each of the thr.ee types of written work (magazines, 
newspapers, and letters) was summed, and the results for each 
group expressed in terms of the number of cases of that usage 
per 10,000 words. By thus handling the results, it was possible 
to make valuable comparisons from one type of reading matter to 
another. 
The two points dealt with in this report were these:3 
(1} comparative frequency with which various marks are used 
(2) adequacy with which current ~ules formulate usage for each mark 
~uhlen and Pressey, op. ~·, p. 330. 
2Ibid,. P• 330. 
3Ibid, p. 330. 
• 
~ a result o~ this study they presented 21 rules that they con-
sidered to be the Bm.inim.um. essentialslt in punctuation. 
Taking another point o~ view, 'Farrington1 investigated the sta'bus 
o~ agreement among authorities concerning the use o~ .punctuation. She 
concluded that uThere is a standard o~ punctuation and authorities agree.n2 
To ascertain what unanimity might exist, she used 22 modern textbooks, 
examining 1,539 applied rules presented with many illustrations. She then 
reported that nout o~ the 1,539 speci~ic oases inspected, there were but 
six contradictions. rurther, these were in most oases o~ minor nature 
and rare use."3 Farrington apparently believed that a di~:ferent attitude 
toward punctuation is necessary rather than having more sim.pli~ied rules. 
The points of view taken by the authors o~ the two ~oregoing studies 
seemed a logical basis ~or determining the essentials to be taught. It 
must be remembered, however, that these were prepared in 1924, more than 
25 years ago, and that language is not statio. In these studies there 
was not complete overlapping of interpretations ~or the use o~ every 
mark, and because o:f the di~~erent terminology used in summarizing, it 
wa~ not possible to tell with any degree o:f accuracy how great the varia-
tions were. 
Another approach to the problem o~ frequencies was taken in the 
:following study. To obtain a cross section of basic sentence patterns 
and punctuation from representative writers and periodicals o:f the time, 
l Farrington, Dora Davis, uThe No-Men •s-Land of Writing, 11 English 
Journal, vol. 13, May, 1924, P• 265. 
2Ibid, P• 265. 
3Ibid, P• 265. 
• 
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Summey1 used ma~erial published in 1947, for ~he mos~ pa~. Among ~he 
periodicals were suoh publioa~ions as Fortune, ~he Christian Science 
Monitor, and the Saturday Evening Post; and among the individual writers 
were Stuart Chase, John Fischer, and Walter Lippmann. In four or the 
tables that Summey set up ~o summarize his data, 100-sen~ence samples 
were used as the bases; in one, ~he table was based on 20 adverbial sen-
tence openers. HYphens, apostrophes, abbreviation periods, and commas 
in numerals were not counted. He sta~ed his purpose in reporting such 
·2 
a survey as follows: 
to give some quantitative information about (1) the frequency 
of structural markp per sentence and the relative frequencies 
or the various marks, (2) the relative frequencies or the basic 
sentence ~ypes, (3) relative frequencies or various kinds of 
sentence beginnings, (4) varieties or practice in the use or 
omission or commas after adverbial or adverbial-connective 
sentence openers, and (5) ~he grouping or sentence members in 
compound sentences •• • • 
The information I have tabulated represents too small a sampling 
or the practice or any single writer or periodical to warrant 
any sweeping conclusions about the general practice or that 
person or journal. But the aggregate samples are numerous 
enough to make a cross section from which something can be 
learned about the grammar or current journalistic writing. 
Summey's findings illustrate the variations in practical usage, 
which he has summarized in this way:3 
The average number or structural marks per sentence for this 
list runs from 2.75 (terminal marks included) to 1.73. The 
average is 2.15, the median 2.11 •••• 
Simple sentences, 41.95; complex, 44.5; compound, 5·95; compound-
complex, 10. • • • 
1
summey, ~· cit., PP• 157-175· 
2Ibid, p. 157· 
;Ibid, pp. 157-175· 
• 
Among the kinds of sentence beginnings, subject, 53; •••• 
. adverbial or adverbial connective, 28; ••• conjunction, 9; •.• 
' other, 9; ••• unclassified, 1 •••• 
The grouping of adverbial or adverbial-connective expressions 
at the beginnings of sentences reported according to whether 
or not they. were punctuated showed that in 4ao samples. iihe fol-
lowing status appeared: There were 16 open clauses and 82 pointed; 
. phrases, lZ/ open and 123 pointed; single words, 6 open and 
46 pointed. • • • 
In 298 two-member compound sentences the punctuation at the junc-
tion showed.no mark for 51, oomma for 182, ·semicolon for 50, dash 
for 15, and colon O. 
In spite of the frequent criticism of ability to punctuate, there 
appeared to be liti;le evidence thai; indicated what businessmen actually 
consider essential in punctuation for mailability axoept i;hat the mean-
ing must be olear. The attitudes represented in the two following 
statements sampled the points of view which have been expressed. · 
In the Malone1 siiudy, which reported the opinions of 100 business-
men, appeared this statement: 
Only nine per cent replied thai; incorrect punctuation occurred 
most frequently; 71 per oent of the men interviewed left the mat-
ter of punctuation and paragraphing to the discretion of the 
stenographer. 
Answering a personally solicited comment concerning the requirements 
for punctuating, Kermit ltolland2 wrote i;he following statements 
We assume that those who write for u.s. bs..ve had the usual 
academic training in punctuation before iihey oome to work f.or 
us and. the attitude in our correspondence program. has been.that 
most people are a little -boo self-conscious about punctuation -
with the resul-t; that whim rather than common sense dictates the 
use of punctuation. 
We have one, and only one, standard rule for it: Is the 
punctuation mark needed to make the meaning clear~ If it is, 
put it in; if it. isn't, leave it out. 
1Malone, ~· ~·, P• 50 • 
~olland, Kermit, Public Relations "Department, New York. Life 
Insurance nolllpany,-.51 Madison Avenue, New York 10, New York; Excerpt 
from letter of June 4. 1952. 
~-
• 
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Problems in Learning~ Punctuate. As indicated by the study of 
this subject, the proble.m of learning to punctuate seemed logically to 
have many aspects. The types of' studies which have been reported in the 
foregoing pages as a basis for obtaining criteria concerning essential 
rules presented concepts for drawing conclusions about current usage. 
Those which have been represented were the following types' 
(1) a statistical study of current usage as represented in busi-
ness letters, magazines, and newspapers 
(2) an analysis of rules for punctuating as given in 22 textbooks 
(3) a cross section of basic sentence patterns and punctuation 
That a knowledge of sentence structure and functional grammar is 
likewise considered to be imperative was indicated by the opinions of 
the following writers. 
Marks1 made the following analysis of' the problemt 
The problems of punctuation are not mysterious at all; 
they are very simple. Students are confused by them for two 
reasons; (1) They cannot recognize the difference between the 
elements of' a sentence; that is, they do not know what an inde-
pendent clause, a dependent clause, a phrase, and so forth. are; 
and (2) they do not understand the relationship of one part of 
their idea to another part. These two reasons are really one and 
\ 
the same, because the first supplies only the nomenclature with 
which we indicate the second. For example, if we say that a sen-
tence. is composed of two independent clauses·, we are simply say-
ing that our idea, which is the sentence, is broken into two 
equal parts, each of the.m a statement. If, on the other hand, we 
say that the sentence is composed of two independent clauses and 
a dependent clause, we are saying that our sentence is composed 
of two statements and that one of those statements ia either 
elaborated by or qualified by another state.ment that we do not 
consider of.enough importance to stand alone. In other words, 
anyone who knows exactly what he is saying--anyone who understands 
exactly~e relationship of every-part of his idea. to every other 
part--can punctuate correctly. .Anyone who do'"esnot-understand 
1 Marks, Percy, Better Themes, Harcourt, Brace and Company, New York, 
1933, P• 105. 
• 
that relationship does not understand what punctuation marks 
are meant to indicate, and so, naturally, he cannot use them 
intelligently. · 
Hagar, Stewart, and Hutohinson1 indicated the importance of gram.-
matical knowledge when they said, •Punctuation is a mechanical means of 
indicating the grammatical relationship of words, phrases, and olauses.n 
Doris2 gave further evidence of recognition of the close relation-
ship between knowledge of sentence structure and punctuation in the fol-
lowing opinion: 
The sole purpose of punctuation is to make the structure 
and meaning of the written word clear to the reader •. ~ctuation 
in moderation adds emphasis and strength.to the writer's words, 
but it is not a panacea for a poorly constructed sentence. Sen-
tences that are difficult to punctuate or that require the use 
of a great many commas are usually weak and should be expressed 
differently. 
Believin~ that the student is inhibited in his expression by 
attempting to force him to master grammatical terminology, Salisbury3 
advocated teaching both reading and writing through the meaning approach. 
Her argument rested mainly on the conviction that it was poor psychology 
and wasteful to expect the average pupil to learn to punctuate on the 
basis of grammatical knowledge. She maintained that the objectives for 
teaching reading and writing could be accomplished by using ~eaning• 
as the basis for learning punctuation. Her justification appeared in 
1Hagar, Hubert A., Ste?!art, Marie M., Hutchinson, E. Lillian, The 
English ~ Bus;iness, The Gregg Publishing Company, New York, 1948, p. 111. 
%oris, Lillian, end Miller, Besse May, Complete Secretary's Hand-
~' Prentice-Hall, Inc., New York, 1951, p. 296. 
3salisbury, Rachel, :liThe Psychology of Punctuation, • ~English 
Journal, vo1. 23, December, 1939, pp. 794-806. 
these wordst ~oth processes involve familiarity with the common sen-
tence patterns; both make use o£ a common code o£ punctuation marks. ,l 
Parker, 2 ho~ever, apparently does not agree with the preceding 
opinion. His statement reflected the interdependence o£ these two 
ele.me~ts. Re said, ~The language o£ grammar is the vocabulary used to 
teach se~tence structure.• 
The Status of Practices ~ Punctuating. How close is the alliance 
between the theory as represented in the P,receding pages and actual 
practice? An examination of the outcomes o£ thr_ee studies made to deter-
mine the ability o£ students to punctuate transcription revealed wide 
disparities. 
Wood's; study was made to learn specifically what was wrong with the 
transcript. Twenty-one representative schools £rom Oregon, Idaho, Mon-
tana, and Washington sent in reports. ..! total o£ 1,113 papers were 
ex~ined, ha~g a total o£ 10,800 errors. Of these errors 12.6 per 
cent were in punctuation.. This percentage was exceeded only by the. 
shorthand errors, which were largely omissions. For these transcripts 
the choice of material and rate of dictation were left to the individual 
teachers. 
Because of the large percentage o£ punctuation errors, a test letter 
was prepared and sent out to determine what punctuation marks were giving 
1Ibid, 806 P• . • 
2Parker, Roscoe E., The .Principles and Practice 2!_ Teaching. English, 
Prentice-Hall, Inc., 1937:-p. 159· 
3wood, Ethel H., UWhat Ails the· Transcript," and uPunctuation and 
the Transcript,u The Journal of Business Education, vol. 11, January, 
1936, PP• 15-16; February, i93b, P• 13. 
• 
the greatest trouble. As indicated by the percentage of er~ors in their 
distribution throughout the table, the relative positions of the first 
ten showed a failure to use punctuation in the following situationst 
(1) A comma after e. transposed clause (separated under two rules 
in the f:le.ble) 
(2) A colon before an enumeration 
( 3) A hyphen in compound nouns 
(4) A semicolon to separate main clauses in a compound-complex 
sentence 
(5) A quotation mark before and after a. direct quotation 
(6) A:n. apostrophe to show possession 
(7) A comma to separate main clauses in e. compound sentence 
(8) A hyphen in compound adjectives 
(9) An apostrophe. in contractions 
(10) A comma following an introductory (transposed) phrase 
In 1930Ryanl reported as follows that 6 per cent of the total num-
ber of errors made in an analysis of transcription errors were in punc-
tuation and capitalization. 
These included failure to use the proper end punctuation, 
and also errors in the use of necessary commas, as, for instance, 
the use o£ the comma in apposition. Capitalization errors.were 
also .included in the group. 
It was noted, however, that as separate items in her table which 
listed transcription errors, .she had included nincorrect use of apostrophe, 
9 per centn2 and nincorrect use of the hyphen,•3 The latter was one of 
l.Ryan, Mary Agnes, An Analysis of Transcription Errors of Second 
Year Shorthand Pupils ana:-An Evaluati'Oit of Certain Remedial Measures, 
Master's Thesis, Universityof Iowa, 1930';" p. 62. 
2Ibid, P• 62. 
3Ibid, P• 62. 
• 
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six minor items that made up a total of 3 per cent. Thus her approximate 
total :for capitalization and punctuation would be at least 15 per cent. 
The studies that were examined :for comparison showed great varia-
. 
tion in the gro~ping o:f titles :for distribution o:f data. Consequently, 
as in the foregoing thesis, a single title did not always give a repre-
sentative picture. 
Ma.lone,1 as another exam~le, listed 34 per cent as English errors; 
in her total she had apparently included spelling, 7·3 per cent, and 
paragraphing. In the order of :frequency o:f error, her :first five were 
comma, capitalization, period, semicolon, and apostrophe, with approxi-
u· 
mately three :fifths o:f the total being attributed to the use of the comma. 
In six o:f.the studies reported by Anderson, 2 there appeared to be a 
range o:f errors in punctuation and capitalization from 20 to 33.55 per 
cent. This, it was observed, was much higher than that reported in the 
Wood investigation, previously mentioned, o:f 12.6 per cent. 
Differences in Interpretations ~Rules. Such results as these 
indicated that the gap between theory and practice appeared indeed wide. 
But at this point a question came to the foreground concer.ning semantics. 
·What did the term 21to punctuate properly!t mean? What was a "necessaryn 
o.onmna? Just what was the meaning of *Over 31 per cent of the colm!J8, 
errors were in the use o:f the comma with a transposed clause., ft which 
appeared in one o:f these studies? Did this mean that students were 
1 
Malone, Sister Mary Esther, A Study of Transcription Errors of 
Students ~ Twelve Catholic Schools, p. 69-;-
~derson, An Analysis and Classification of Research in Shorthand 
and Transcriptioii;" pp. 572, 527, 538, 543, 551,564: 
• 
penalized for putting~ or for failure to put, a comma after a transposed 
clause? Either practice apparently is not uncommon. Hodges1 viewed the 
basis for punctuating such a construction as follows: 
A long subordinate clause (or a long phrase) preceding the 
main clause is followed by a comma. • • • Short introductory 
clauses and short prepositional phrases are better left without 
punctuation when there is no danger of misreading. 
Foerster and Steadman2 gave this interpretation: 
Use a comma after an introductory adverbial clause or phrase 
when the clause or phrase is long or is in danger of being misread. 
There is no ironclad rule which will tell you when a clause 
or phrase is long enough to need a comma. The closeness in mean-
ing between the introductory adverbial expression and the main . 
clause will often determine whether the comma is desirable. As 
a rule, introductory adverbial phrases containing an infinitive, 
a gerun~ or a participle are followed by a comma. • • • 
Cautiont Do not use a comma after a short introductory 
phrase or clause. 
In his analysis of relative frequencies, however, Summey3 found 
a ratio of 1 to 5 in favor of the use of punctuation following a trans-
posed adverbial clause. But he stated that he was surprised at u. • • 
the small proportion of unpunotuated adverbial clauses at the beginning 
of sentences in certain periodicals.n4 
Additional evidence was obtained from an examination of current 
literature that there seamed to be no one common practice in punctuating 
such constructions. The foregoing situation was but one isolated example 
of the many possibilities for differing interpretations. 
lHodges, John c., Barbrace College Handbook, Harcourt Brace Company, 
New York, 1946, PP• 114~115• 
2Foerster, Norman, . and Steadman, J. M., Writing. and Thinking, 
Houghton Mifflin Company, Boston, 1941, p. 162. -
3summ.ey, .American Punctuation, p. 169. 
hn,id, P• 157· 
c 
c 
One point of view taken toward such an issue was ex-emplified by 
the following statement made by Parkertl 
When current usage demands a certain pattern of expression~ 
that pattern should be mastered in its entirety and its use 
should become habitual. But when usage is divided between two 
patterns of expression~ neither can justifiably be insisted 
upon to the exclusion of the other. 
The application of this principle to learning situations 
places squarely upon the teacher the obligation to know current 
usage. 
lnsuffioient data are available .for drawing conclusions regarding 
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the treatment of this as a ~required8 or ~ot required• comma, whichever 
is meant in the e~ple cited. It was beyond the scope of this study to 
explore the bases which had been used by teachers or investigators for 
making decisions concerning the correctness of the use of punctuation. 
Nevertheless, here appeared .to be a factor which might affect g~eatly 
the results that had been reported. The great variation in practices 
for grouping error types also appeared to present difficulties when 
interpreting the findings for comparative purposes. Although many of 
these findings were taken from early studies, they appeared to be sig-
nificant ones~ and later minor reports did not appear to reveal that 
the status had changed appreciably. 
It is believed that the points of view reported here are represents.-
tive of the problems involved in determining the bases for punctuation, 
as well as being representative of the status of the outcomes of present 
practices. For a more complete view of the problem, an exploration of 
two additional phases seemed necessary. The emphases. placed upon 
•relai!ionships, 11 Hthinking, u and lr.m.eaning, u by the authors who defined 
1 
Parker, ~· ~· • P• 155. 
""" . ~- ' 
• 
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the purposes of punCtuation~ appeared to indicate that a problem-solving 
type of learning was required to develop the ability to punctuate. The 
final survey concerned learning what techniques have been considered to 
be effective in teaching punctuation. 
Important Aspects of Problem Solving. Kingsleyl has classif.ied. 
problem sol'rl.ng in his text disouss:lng the psychology of learning 
as followst uThe most exalted of all the psychological functions is the 
t<hl.inking out of the solutions of problems. 1t He considered that in the 
mastery of fund~entals lay the tools which facilitate problem solving 
and that growth in the ability to do this type of learning depends upon 
the effective use of other psychological functions~ such as perception~ 
memory, imagination, comprehension, and action. He also considered it 
important to recognize that in order to increase the ability to do 
problem solving, a student must be taught the proper procedures for this 
type of learning and that he must be given opportunities for application 
of the procedures under guidance. That this connoted improvement in 
associative learning and ability to detect relationships seemed evident. 
Referring to this problem~ he made the following specific statements: 2 
. Knowledge is essential to good thinking. By supplying 
topical information and fixed associations we provide the child 
with equipment for dealing with problematic situations. But 
the child needs to be taught how to use this equipment. We 
commonly place too much stress in our teaching on memory work 
and on the comprehension of lectures and readings to the neglect 
of training in thinking. To promote the development of the 
ability to think out the solutions of problems, instruction must 
providet first~ information and memory materials, and second, 
training in the procedures for using effectively the £actual 
materials so that pupils will be able to solve their own prob-
lems and arrive at conclusions of their own. • • • 
lKingsley, ~· ~·, P• 369. 
2Ibid, P• 319· 
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Plans Used in Teachfng Punctuation. In 1945 Baker1 made a stu~ 
to determine what punctuation was really functional in secondary-school 
English. She also wished to learn how such punctuation .might .be presented 
in a functional way by means o:f a plan designed to be remedial in char-
acter. A£ter exploring current related literature, she based her premise 
upon the :following beliefs: 
(1) Man~ errors are due to carelessness (a lack o:f personal stand-
ards) as well as lack o:f sentence sense. 
(2) Even though logical thought processes and sentence sense are 
essential requirements :for correct punctuation, "there is still need :for 
the practice, drill, and repetition which result in habitual correctness.tt 
(3) A prerequisite for developing a program is the establishment o:f 
standards in terms of the pupils' needs and in conformity with standards 
o:f good usage as they have been established by authorities and confirmed 
by current practice. 
(4) A decision must be made concerning what marks of punctuation 
to teac~and a specific gpal must be established for the grade level. 
(5) The textbook method is inadequate because of the traditional 
procedure which usually accompanies it that gives little recognition 
to the individual needs o£ a pupil. In this connection she concluded 
that the following problem ~isteds2 
The di:f:ficulty experienced by most classroom teachers 
is in the adjusting of the ideal, complete individualization, to 
the real, large classes and scanty teaching materials. There is 
need :for the creation o:f a method which will result in a higher 
degree of specialization than has hitherto been possible in the 
average classroom. 
~a.ker, ~· ~·, P• 1. 
2Ibid, P• 82. 
• 
• 
(6) There is little transfer of training without guidance. She 
reported that her experience in secretarial classes indicated the follow-
. 1 . 1 mg cone usJ.on: 
there is little carry-over when the girls do transcriptions for 
the shorthand teacher. Girls who consistently punctuate well 
in the English class demonstrate poor ability in punctuating a 
business letter taken in shorthand. It would seem advisable to 
model the practice exercises in English after the letters and 
business for.ms used in the business subject fields. By a double 
emphasis on such work a higher degree of achievement should be 
reached in both classes. 
Following her study of related literature, she constructed a plan 
to be used with a lOth grade class. The plan represented an alternation 
of a unit of composition with a unit of literature, but both contained 
reading and writing activities. Considerable thought was given to the 
problem of' motivation as the most effective basis f'or the improvement 
of skill. No mention was made of' punctuation at the time a composition 
was assigned. The composition was examined for errors, and each pupil 
was given a personal error chart that established his goals. 
The activities then consisted of' working out problems from a series 
of practice sheets. The first required making generalizations from study-
ing many model s entenoes. .After completing this step, the pupil explained 
what he had observed and followed this activity by writing the rule in a 
space provided on the worksheet. The next procedure involved punctuating 
a series of' sentences, and a third step, writing and punctuating original 
sentences. In some oases the ideas for the sentences were given to him. 
After the practice sheets had been completed, the pupil took them to 
the instructor f'or correction. If they were satisfactory, the pupil was 
1Baker, Functional Punctuation in Secondary School English, p. 87. 
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given a test that was similar in form to the sentences on the worksheets. 
Doing a suooessf'ul test meant that he was ready to start the series of 
practice sheets for the next goal on his chart • 
Baker found the merits of this procedure to be the f'ollowingt 1 
1. They supply many examples of' correot usage. 
2. They allow for pupil p~rticipation in stating a rule. 
3. They cultivate reasoning. 4. They reveal the reason for the usage. 
5. They combine the grammar concept and .the sense concept. 
6. They set up a problem-solving situation. 
7• They contain exercises patte~ed after the child's own expression. 
8. They provide many opportunities for applying the rule. 
Another plan, not on the same functional level, but one which pro-
vided an opportunity to obtain added skill in the use of punctuation was 
represented by the following study. 
Chellis, 2 in 1950, recognizing the need for additional drill to 
strengbhen the acouraoy of' responses in English (punctuation, vocabulary, 
and spelling) constructed a series of exercises to be used in preparing 
students for Ediphone transcription. In this field of' transcription she 
recognized the similarity o:f ba~io training to that needed by transcribers 
of shorthand notes. In supporting her contention that added. emphasis is 
necessary, she discussed the differences in the abilities and educational 
background of students enrolled in these courses. She also quoted refer-
enoes to research studies and statements made by eduoe..tors to establish 
the premise that English errors are fundamental weaknesses of' the students 
in transcription. 
1 Baker, Functional Punctuation-~ Secondary School English, p. 99· 
%hellis, R. W., The Construction of a Series o:f Pretranscription 
English Exercises in Griliiinar, Punctuation,-and VocabUlary for Improving 
Ediphone Transcription fn a Secondary School in an Office ~hines Class, 
SerV!oe Paper, Boston uiii'versity, 1950, p. 1.--
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To secure bases for the construction of exercises, she collected 
Ediphone transcription pape.rs from three. schools and analyzed the errors 
which the students had made. The analysis showed that the frequency of 
errors was in this order: .comma, capitalization, period, question mark, 
hyphen, semicolon, apostrophe 1 .quotation marks, dash, . and colon. Errors 
in the use of the comma accounted for 57 per cent of the total errors. 
Parkhurst's English.~ Business and Hodge's .Harbraoe.College Handbook 
were chosen as ref.erences concerning rules for the punctuation and the 
grammar used. in the exeroisese 
These exercises were so constructed as to contain problems in punc-
,tuation, spelling, and grammar similar to those which would be met in the 
transcription of the next record assi~ent. Before typing an exercise, 
the student's attention was .focused upon the problem by a study of the 
rules which governed the situations. Directions for procedure were given 
to the students in written for.m, and a point incentive system was used to 
encoura~e accuracy. 
The following objectives were listed for these English pretranscrip= 
tion exercisesal 
1. 
2. 
1 
To provide pretranscription material and practice, 
To direct the attention of the student to particular rules of 
grammar and punctuation which will be needed in the transcrip-
tion of. each record, and to provide an opportunity for practice 
in the application of these rules, 
To familiarize the student with the vocabulary which will be 
met in the transcription of the Ediphone records, 
To i:nlprove vocabulary and spelling, and 
To improve Ediphone transcription. 
Chellis,~· cit., P• 21. 
• 
• 
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The scope of litera~ure rela~ed to this s~udy of puno~ua~ion was 
broad, and the issues raised were many and con~roversial •. It was oon-
sidered desirable ~o incorporate numerous quo~ations in this study ~o 
illustrate the· varying viewpoin~s ~aken, both. in 'the expression of opin-
ion and the findings of research. Prom this study certain ideas emerged 
that indicated the procedures ~o follow in 'the construction of a remedial 
progr~ for ~eaching punctuation. ~e ideas that appeared to be si~iticant 
for such a purpose were the following# 
(1) Punctuation means the use of conventional symbols to make the 
meaning of a written idea clear. The symbols, or marks, are used to ind.i-
cate relationships of words, phrases, or clauses that appear in varying 
positions in the be.sic sentence pattern of the English language. There 
seems little justification for the belief that a mark of punctuation has 
general'value as an indicator of a pause. 
(2) The punc~uation which prevents misinterpretation of the relation-
ships of sentence elemen-ts is essential punctuation. Established rules 
about which there is no controversy should be required• but indications 
of preference should be allowed in those cases where usage has indicated 
' 
major trends. 
(3) Learning to punctuate meana acquiring such basic information 
about the structure of the sentence in the English language and the mean-
ing of the various marks of punctuation as will facilitate the expression 
of ideas. . This is a problem-solving type of learning that can be. improved 
by having opportunities for guided pr~ctice. 
(4) The status of present prac~ices ~ the use of punctuation indi-
cates that clarity of ideas is its primary just.ification. Digressions in 
its use that destroy the intended relationships. of ideas .. are justifiably 
1 
,, · .. 
. ~ :·~-~ >:~:.~::::i;:~~:.,:~-:::;,::~·T: .. ¥r~:.;; 
: ~ .• ~ ' ;' ' 
bases f$r Gtitiei:tJ~ a~ins1j ineffectiye tea·ching. . 'l'h.ose digression.s 
that depart from conventional 'uses .are usually recognized •. Theory and 
teaching practice are not in step with usage in their demands. In the 
, 'v.; 
use of punctuation~ the trend of. opinions .. indicates that the best approach 
is through the improvement of sentence. structure. 
(5) Differences in interpretation of rules and arbitrary requirements 
in teaching punctuation may be attributable to insufficient knowledge of 
accepted practices. 
(6) An understanding of the philosophy and psychology of remedial 
teaching should be e. prerequisite to the construction of e. plan for 
teaching functional punctuation. 
more serious, appeared to necessitate teaching emphasis that is 
Transcription 
Although the study of punctuation previously reported in this chap-
tar has applied for the most part to written expression in general, the 
focal point of the investigation is reported in this section--the puna-
tuation of shorthand transcription. Such a sequence in the study was 
followed to learn the status of usage at the outset of the skill-building 
. 
program that might condition the degree of success obtainable. The sum-
mary included here will consequently reflect not only that status but 
also the problems and practices which seem to prevail during the process 
of building transcription skill. 
Status at the Outset of the Transcription Course. The following 
three conditions indicated that punctuation must be taught as part of the 
transcription course if the punctuation of transcripts was to be suooess-
ful. 
In the first place, a recognized inability to punctuate written 
expression in general has been pointed out. As a result of this inability, 
there seemed to be little logical basis for anticipating successful results 
in punctuating transcripts unless re-emphasis was given to the use of 
punctuation in its new setting. 
Secondly, even though some students did possess the ability to puno-
tuate, there appeared to be little evidence to indicate that excellence 
would necessarily be carried into a new field of application without 
additional training. 
In addition to these two conditions, a third condition, apparently 
more serious. appeared to necessitate teaching emphasis that is 
unjustifiably time consuming in view of the results obtained; namely • 
admission to the course of students incapable of success. 
About the first of the foregoing points. little more need be added 
here except to mention the apparently endless controversy about who is 
responsible for the status. Such a controversy is often carried over to 
transcription, many teachers blaming the preceding teachers or other 
departments for students' inability to punctuate correctly. The ter.m 
9 to punctuate oorreotly9 has itself also been pointed out as a source of 
controvers~. 
The second point brought to the foreground a discussion of trans- · 
fer of training. On this subject Kingsley1 reported investigations which 
indicated that the degree of transfer was dependent upon the thorough-
ness of learning, the similarity of the training in the respective areas, 
and the intelligence of the individuals concerned. That the ability to 
make generalizations, which is an indication of the degree of intelligence, 
. . 
is a very important factor in education was emphasized in his discussion. 
Th1e salient points of his comments are expressed in the following way: 
When training in one situation on one form of activity 
affects one's ability in other types of activity or one's per-
formance in different situations we have what is oommGnly understood 
as transfer ~training •••• 
The findings have varied widely from a lar.ge amount of trans-
fer effects, through little or none, to an actual loss, or nega-
tive transfer. They.ba.ve served t<> establish beyond a doubt that 
transfer does take place, that tra·ining in one activity does under 
certain conditions affect the ability in activity other than that 
specifically trained. • • • 
1
Kingsley, The Nature and Conditions ~Learning, PP• 521-553· 
• 
• 
They have shown that transfer may- be secured by way of 
generalizations in the form of rules and principles when the 
learner realizes the applicability of such rules andprinciples 
to situations or problems other than those specifically involved 
in his training. They have shown also that the ease and extent 
of transfer increases with the thoroughness of learning, with 
the intelligence of the learner, and with purposeful effort on 
the part of the teacher to secure definite transfer values •••• 
It appears that the most effective way to secure a desired 
educational outcome is to train directly for it rather than to 
expect it to appear as an incidental by-product. • • • 
The teacher should also bear in mind the important relations 
of intelligence to transfer. 1 
Other psychologists appeared to agree with the foregoing theory. 
~ederick, Ragsdale, and Salisbury2 presented-nine principles of trans-
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£er. Concerning the importance of intelligence, they said, •The greater 
the intelligence of the learner, the greater will be the amount of trans-
fer.• That there must be similarity of activities or situations wo~ld 
appear to be logically unquestionable. About this element they comment 
as follows ,3 
When two activities or situations are similar in content, 
that is, when they contain similar ideas, movements, attitudes, 
and the like, transfer is favored according to the runount and 
.degree of similarity. 
Woodruff4 likewise recognized the importance o.f this factor in 
learning. He said the following, in part, concerning it: 
The secret of transfer seems to lie in the process of 
generalization. This is a process of identifying the common 
elements in a number of situations so that their points of 
similarity and difference become clear. 
1 Ibid, PP• 521, 534-535, 550-551, 553· 
~ederick, Robert W., "Ragsdale, Clarence E., Salisbury, Rachel, 
Directing Learning, Appleton-Century-Crofts, Inc., New York, 1938, p. 117. 
3Ibid, p. 117. 
. 4noodruff, .Asahel D., -~ Ps!cholor. of .Teaching, Longmans, Green 
& Co., Inc., New York, 1948, pp.36-13 • 
• 
Such a discussion of transf'er of' training lead logically to the 
third point mentioned at the beginning of' this section--admission to 
the course of students incapable of' success. This situation has appar-
ently been recognized as a problem for over 25 years. A number of ele-
ments have combined to make it a major issue. 
Up to the present time no way to prognosticate success in this area 
has been devised, although practically endless studies have been made. 
In 1949 Leslie1 gave the following basis f'or believing. the Shepherd 
English P.lacement Test to be the best one f'or .this purposet 
A perfect score is 160. If the pupil makes a score of 
100 or better 1 he is almost certain to have the skill in the 
conventions of written English required for the attainment of 
vocational transcription1 assuming that the primary instruction 
in shorthand and typing has been satisfactory. If' the pupil 
makes a score between 80 and 100., he is a very good risk• Scores 
below 80 indicate increasingly bad risks. Scores below 60 indi-
cate either almost certain failure in transcription or the neces-
sity for an extensive program of' remedial instruction in the 
conventions of written English. 
Albert2 reported that she had concluded as a result of a study 
made for one school "that success in beginning typing1 high English 
grades, and I. Q.. of over 100.. in that order 1 connoted probable suo-
cess in shorthand.u This statement bears out the preceding analysis. 
Recognition of the rate of mortality of students in transcription 
and the failure to devise ways to solve the problem were indi.oated in 
the following comment by Nichols t 
1Leslie, Louis A., Methods of Teaching Transcription, The Gregg 
Publishing Company., NewYork, 19Ii9, P• 298 • 
2Albert, Elizabeth M., ~Guidance of Prospective Shorthand Students, 11 
Journal of Business Education., vol. 31, September, 1950, p. 18. 
r-'. 
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Guidance .in our field is woefully lacking. In a typical 
eastern city 2,000 young people enroll annually for shorthand. 
One thousand of them. waste a year struggling with it anddrop 
out. Seven hundred more struggle on into the second year and 
drop. out or fail in the ·.end. Re.seareh has shown how universal 
in this practice. Yet what have we really done about it? 
Very little. Usually we duck the1issue entirely and go on researching to prove the obvious. 
An attack upon specific areas of the problemwas recommended by 
Van Derveer2 as follows: 
There is undoubtedly considerable waste in the teaching 
of shorthand. It should be eliminated as. soon as possible by 
better selection, by better guidance by teachers of busin.ess 
education who are als.o guidance counsellors, by better .teach-
ing, and by better learning materials. 
Reesman3 too has isolated J?artioulaareas .. for change in his 
statement: 
I believe that business teachers and vocational counselors 
should make every attempt to analyze the abilities and person-
alities of high school students and guide into the stenographic 
oou.rse only those who excel in vocabulary, knowledge of grammar 
and spelling, and personality. Vocational testing and vocational 
guidance cannot be effective, however, unless the progrrum starts 
with the day the student enters high school. 
The ~antity of literature about this issue appeared to be pro-
lifio. That the problem of this study would be greatly affected by 
the· selection of students on the basis of ability to succeed was 
recognized. 
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Nichols, ~ederiok G., ~esearch in Business Education," American 
Business Education, val. 6, October, 1949, p. 16. 
2van Derveer, Elizabeth T., nobservation and Opinion," The Journal 
£!_ Busines.s Education, val. 24, February, 1949, p. 11. -
3n.eesman, Wayne C. , "Training_ for Office Work," The. J.ournal. of 
Business Education, vo.l. 24, 'February, .1949, .p. 39· -
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Elements ~ ~ Transcription Process. Increasing recognition of 
the effects of such conditions as the foregoing~ however, has resulted in 
a changing philosophy for teaching the course, although the definition of 
the ter.m itself raises no controversy. The conventional definition has 
been included in the termz given earlier in this study. 
Monroe1 briefly summariz-ed the changed viewpoint in the following 
statement t 
For years it seemed to be taken for granted that if a student 
could read his shorthand and could type, he could have no diffi-
culty in transcribing. There are many problems between reading 
shorthand notes and operating the typewriter. • • • As a result, 
transcription has oome to be recognized as a thing which must be 
carefully taught, and hence it has been possible to raise stand-
ards of rate from about 15 words per minute to 25 or 30 words 
per minute. 
Even though the transcription process as a whole is now acknowl-
edged to be complex, differences appeared in enumerations of the elements 
in the process. These were largely in ter.minologies or details rather 
than in ideas. Regardless o£ the manner o£ listing, nevertheless, the 
ability to punctuate was considered one of the essential elements. 
In one listing Wanous ~d Whitmore2 identified seven 11factors1f; 
Tonne3 interpreted these factors in terms of 16 •goals 11 ; elsewhere they 
might be found as duties or techniques. As given byWanous and Whitmore, 
they included the following, 
the writing of readable shorthand, the improvement of typewriting 
techniques, the co-ordination of reading and typing £rom short-
hand notes, the application of a knowledge of English grammar and 
punctuation, the proofreading process, the arrangement o£ material, 
and the handling of materials • 
1Monroe, Walter S., Ed., Encyclopedia o£ Educational Research, 
The Macmillan Company, New York, 1941, P• 331. 
~anous, S~ J., and Whitmore, Irol V., nsffective Transcription 
Prooedures, 11 Monograph 57, South-Western PUblishing Co., Cincinnati, 1942, 
P• 8. - -
3Tonne, .Popham, and Freemen, ~· cit. pp. 211-215. 
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Objectives ~ StaJ'!.dards. In a succinct statement Tonnel summed up 
the general view about objectives as being to produce ~ilable copy at 
a fair rate of' speed." Research data and current literature indicated, 
however, that the requirements of' local situations determined specific 
objectives and standards to a great extent. Be.cause they appeared as 
such relative terms, only a few of the many and varying ideas have been 
reported in this study. Indicative of' their status was the conclusion 
made by Thomas 2 about standards, which he expressed in these words: 
The findings of Tracy and others influence .me to conclude 
that the standards set forth in the state courses of stu~, the 
standards prescribed by individual 'schools, and those claimed 
by many of' the writers of' articles are in reality paper .stand-
ards and at best pertain chiefly to 8 topperu students •••• 
This survey of literature in the field of transcription 
prompts me to conclude further that at the present time there 
is no uniformity as'to what constitutes reasonable standards 
for transcription either in the school or on the job. The 
terminology has not been clarified, and the scope of' activities 
included in determining the transcription rate has not been 
defined. 
So far in this section of the stu~, a perspective of the follow-
ing has been presented: 
(1) Status of punctuation at the outset of the transcription course 
(2) Identification of the elements in the transcription process 
(3) Interpretation of' variability in the objectives and standards 
The study of punctuation, as one of' the component elements in the 
process, appeared best viewed in relation to the process as a whole. Con-
sequently, those aspects of the prevailing philosophies, methods, and 
1 Tonne, Popham, an-d Freeman, Methods ~Teaching Business Subjects, 
P• 211. 
2Thomas, Archie c., 1t.A. Survey of Transcription Standards, 11 The 
Balance Sheet, October, 1949, P• 60. ---
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practices that might further condition the degree of success obtainable 
in punctuation will be presented. 
Philosophies ~Effecting~ Transcription Process. ·Results have 
proved the first theory--a belief in an automatic fusion of the separate 
skills in shorthand, typewriting, and English--to be ineffectual. Regard-
less of such proof, however, current practices in some schools indicated 
that little provision for skill development is being made. 
The majority of practices at the present time appeared to follow ~ 
another theory. This was based on the premise that there should be not 
only a fusion of skills but also specific guidance and opportunities 
for effective practice and drill. 
There was evidence that since 1933 a third theory has gradually 
emerged, founded on·the belief that the best results can be obtained in 
transcription when it is taught concurrently with shorthand. Apparently, 
there are two approaches used in following out this theory: one, that 
some typewriting skill should already have been attained; the other, that 
typewriting should be taught from the shorthand symbol rather than from 
longhand. 
~ Transcription Progr~s A View of Its Methods and Practices. To 
facilitate acquiring a composite skill, the transcription progr~ appears 
to have three wall-recognized divisions at the present time. These are 
known as pretransoription training, intermediate transcription, and 
advanced 'transcription. The last two are sometimes combined, apparently, 
and referred to as formal transcription. 
For pretransoription training, activities are scheduled in the short-
hand, typewriting, and, where possible, English classes, before any type-
writing from shorthand notes is attempted. 
• 
• 
1 Leslie and Zoubek expressed as follows their beliefs about this 
type of preparation and about the desirability of delaying transcription 
until the skills were well developed in these three subjects; 
With the limited time available for transcription training 
in the school situation, it is not too much to say that one of 
the most hopeful possibilities for raising the standards of 
vocational competency of the stenographers turned out by the 
schools is the full utilization of pretranscription training. 
The most helpful pretranscription teaching procedure is an 
insistence that the learner should not be introduced to transcrip-
tion prematurely. Until the learner can read and write shorthand 
easily and fluently, can type rapidly and accurately and use the 
service mechanisms of the typewriter without conscious direction, 
and can use the conventions of written English fairly rapidly and 
fairly accurately, he is not ready for transcription. 
Manywriters expressed opinions on this subject with varying 
emphases upon the activities or standards or responsibilities of the 
shorthand or typewriting departments; sometimes both departments were 
included in the emphases. The functions of the English department, how-
ever, were not so clearly identified in this connection, even though 
students' abilities to apply a knowledge of English has received con-
stant criticism. When Connelly2 expressed her belief in the effioaoy 
of pretranscription training, she indicated clearly the partioipat ion 
an~ responsibility of the English as well as of the shorthand and type-
writing departments. In an article discussing this first step in the 
transcription progr~, she outlined activities and responsibilities for 
all three. About English she said~ 
A good background of general knowledge is necessary for suc-
cessful transcription. Pretranscription training should be given 
1Leslie, Louis A., and Zoubek, Charles E., Teacher's Handbook for 
Gregg Transcription Simplified, The Gregg Publishing Company, New York, 
1950, P• 2:{. 
:?connelly, Mary E., ttTranscription Is a Training Progr~," ~ 
Business Teacher, The Gregg Publishing Company, New York, December, 
1950-January, 1951, PP• 96-97. 
l 
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in our high school English classes. The teachers of English end 
business English can prepare students for transcription: 
1. By including in the students' spelling lists words of 
known difficulty in transcription •••• 
e. By discussing, previewing, and·reviewing the rules 
for punctuation. Sentences illustrating each rule should be 
dictated in the English classes. Sentences without punctua-
tion should be given to the students with directions to insert 
the correct punctuation. It is not enough to teach the rules 
of punctuation; the real test is how quickly and accurately 
the student .can apply these rules to a given sentence. The 
rapid end correot.application of such rules is much more impor-
tant than the verbal recitation of the rules. 
By helping the student to read for comprehension. 
4. By having close co-operation between .the English 
teachers and the transcription teachers •••• 1 
• • • 
Rowe,e another writer on the subject of pretranscription train-
ing, centered attention upon the standards to be reached, naming ten 
for the typewriting and nine for the shorthand department. Each of 
these two writers stressed specifically the importance of teaching 
punctuation. 
It seemed apparent from the following statements that 'Rowe con .. 
sidered pause effects valuable criteria. for signaling the use of 
punctu.ationt 
Punctuation oan be taught most effectively in the typewriting 
class through dictation inasmuch as punctuation denotes the 
correct pause as well as the personality of the dictating voice. 
Dictation demands that the student reco~ize the need for 
commas, exclamation points, and other marks of punctuation, by 
the tone.or inflection of the dictator's voice. It shows. force-
fully to the student the need of a thorough mastery of the rules 
1~, P• 97· 
~owe, John L., ".A. Pretranscription Program Coordinated with 
Elementary Short~d and Typewrit:ing, n Amerioen Busin.ess Education, 
vol. 5~ No. 4, May, 1949, PP• 267-279· 
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of punctuation, since his knowledge of punctuation must be so 
keen that he can apply it in practical work without hesitation. 
The punctuation must flow from his finger tips as rapidly as the 
words are spoken by the dictator. Indeed, the English-typing 
bond is strengthened by frequent periods of typewriter-diotating.l 
In a comprehensive survey of pretranscription emphases, McConne112 
gave concrete examples o£ their application in the shorthand theory 
classes. This survey represented in greater detail the srume areas 
covered by the two previous writers. The needs for integration and addi-
tional teaching of punctuation were included ~ong the items mentioned by 
this wri tar. 
Although the preceding references expressed opinions concerning the 
ideal content of the progrrum, there was evidence that practices do not 
measure up to such requirements. Ferrari,3 for instance, in her study 
of the problems of teaching shorthand in· the high school, did not 
include any specific data about pretransoription training. Crowley,4 
in 1949, recogQized the need by the Massachusetts secondary schools for 
ucloser correlation between English and Transcription departments and 
more intensive study of English,u but did not reach any conclusion about 
devices or methods which would specifically accomplish this. In 1947, 
1Ibid, . P• 2:{0. 
2Mcconnell, Helen M., uPretranscription Emphases in the Shorthand 
Theory Class,u The Business Education World, vol. 29, No. 3, November, 
1948, PP• 172-1~ 
3Ferrari, Marion Elaine, Problems of Teaching Shorthand in the 
High School, Master'~ Thesis, Boston Un~rsity, 1933, PP• l-119:--
4Crowley, Joan F., A Study of the Problems and Their Solution in 
Teaching Shorthand Transcription -rn ],fi"ssaohusetts;-:Ms:ster•s Thesis,-
Boston University, 1949, P• 37. --
nos~on Un''~riJ~~ 
F~hco} o! E~~ea•1oD 
_ Library " 
Johnson~ 1 having surveyed the practices in teaching transcription in 
Connecticut, reported that out of 78 schools nsixty-four schools com-
bined three or more' different pretra.nscription methods •. tt But Johnson 
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also added that she was unsure about the interpretation of some of these 
questionnaire answers. 
In the formal transcription progr~, the practices also differed 
widely in the individual schools according to the standards required and 
the ~aunt of time available for the course. 
Leslie2 considered the minimum length of time for formal transorip-
tion to be the following; 
that one full high school. semester of double periods {one period 
a day in the shorthand room, one period a day at the typewriter 
for transcription) must be. available after typewritten transcrip-
tion has started •. Thus, the way to determine the best time to 
start typewritten transcription will be to count backward, and 
begin transcription at a time that will allow the ~ount of 
time suggested for transcription. 
Crowley3 reported the following status, however, as a result of her 
study in Massaohusettst 
No uniformity in the placement of transcription was evident. 
Teachers reported teaching it in shorthand I, II, and III, type-
writing I and II, and secretarial practice. One to two semesters 
of shorthand and two to four semesters of typewriting were required 
before students began transcription training. More agreement among 
business teachers on the length and placement of the transcription 
oourse arid the ~aunt of shorthand and typewriting should be 
established. • • • 
Johnson, Martha V., Practices in Teaching Transcription in the 
Public Secondary Schools of Connectiout, Master's Thesis, Boston-
University, 1947, P• 51. --
2Leslie, Louis A., ttr.ranscription Fallaoy,n The Gregg News Letter, 
March, 1946, P• 394- - -
3crowley, ~· cit., pp. 31-32· 
• 
Over one-half the business teachers felt more time was 
needed for the teaching of transcription. as it involved develop-
ing many skills, such as shorthand, typewriting. and English. So_ 
many students were deficient in one of the foremost skills that 
more opportunity for review and remedial work was felt necessary • 
Likewise, in Connecticut, according to Johnson, 1 there was lack of 
uniformity in the placement of transcription. She reported that it was 
taught as a separate course in 78.8 per cent of the schools which 
responded to her questionnaire. In these schools 40 to 69 per cent of 
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the beginning stenography students continued their advanced stenographic 
training and took transcription. The number of periods allotted to the 
teaching of transcription varied from one to five periods .weekly, and 
the length of the course, from only a few weeks to a complete year. In 
some schools it was given :as a. separate course, whereas in others it 
might be found as part of advanced shorthand or typewriting, as part of 
combined shorthand and typewriting, or as .part of .oombined shorthand and 
office practice. 
The manner of handling the formal program indicated a diversity of 
practices similar to those of its content end placement. The common 
practice seemed to be to make the transition through the use of copper-
plate notes, followed by transcription from the student's own notes of 
material which gradually increased in difficulty and in speed of dicta-
tion. It appeared not to be so much a question of the materials that 
were used as the manner of conducting this phase of the training which 
distinguished the automatic fusion theory from the theory of fusion 
under guidance. 
Johnson, ~· ~·, PP• ;6, 44, 47, 49. 
• 
• 
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In the latter practice it was apparently customary during the early 
stages for the _shorthan~ teacher to_ go over the notes with the students, 
discussing such problems as spelling, punctuation, capitalization, and 
figure usages. There was less specificity concerning what the type-
writing teachers actually did. Teaching how to read shorthand for tran-
scription, oonductin_g speed and accuracy-building drives as well as 
directing activities designed to increase efficiency in handling materials 
were all mentioned as essential. Renshaw and Lesliel suggested that the 
transcription teacher use a check-list as a means of focusing attention 
upon techniques that needed improvement. Other methods o£ dia~osing 
difficulties were also considered important. In this connection Tonne2 
commented upon the val u.e of' drills for improvement but gave the follow-
ing warnings 
factors that cause transcription difficulty should be isolated 
for special drill. When spelling is being emphasized, very 
little attention should be directed to other problems. When 
punctuation is singled out for drill, few spelling problems 
should be introduced. 
When a topic is being given special attention, it should 
be presented in several situations to give adequate drill. 
It was at this point in the program that the question o£ timing 
arose. Should' all transcriptions be timed~ The consensus was that 
they should not be. A suggestion for the introduction of timing was 
~enshaw, Wallace W., and Leslie, Louis A., Gregg 'Dictation and 
Transcription, Teacher's Me.n'Clal, The Gregg Publishm.g Company, New-
York~ 1937, P• 57 • 
2Tonne, Popham, and Freeman, Methods of Teaching Business Su)l:jeots, 
P• 22lJ,. 
• 
• 
made by Whitmore and Wanous1 a.s follows t 
Af'ter the students are familiar with the. requirements of 
mailable copy and after they have acquired desirable transcrib-
ing techniques, the suggestion is made that all transcriptions 
should be timed. This refers to the letters and reports that 
the students transcribe. 
The effect of too early an introduction of such a. practice a.s tim-
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ing was indicated by the results of certain psychological experiments a.t 
the University of California. a.t Los Angeles. Drawing her conclusions 
from these results, Ferna.ld2 interpreted the effects in the following 
wa.y2 
During the stage of 1 eaming when attention must be given 
to the details of the activity itself, a. distracting stimulus 
or idea., or the pressure of a. time limitation, may completely 
disrupt the adjustment or prevent the individual from complet-
ing an act that he could perform correctly if he were allowed 
to do so at his own rate. We may say that .ultimate speed and 
accuracy in any activity are obtained by allowing the individual 
to go through each stage of learning a.t his own rate, in his 
own way 1 without distx:action of attention to outside objects, 
and without enotiona.l blocking •••• 
This emotional reaction serves a.s a. block to prevent him from 
learning. 
As a. recognized educational device for measuring achievement 
and diagnosing difficulties, the use of tests needed no substantiation 
in this study; nor did the fact that they serve, as a. rule, to info~ 
the administration, the teacher, and the student alike of the effects 
of teaching and learning. It was pointed out in the Philosophy of 
Remedial.Tea.ching, earlier in this chapter, that unless tests are used 
a.s a basis for remedial teaching, one of the most important factors 
resulting from their use was being neglected. 
lWhitm.ore, Irol, and Warious 1 S. J., Shorthand Transcription Studies 1 
Teacher's Manual, South-Western Publishing Company, Cincinnati, 1944, 
P• xiii. 
2Fernald, ~· ~· 1 pp. 184, 186. 
• 
• 
A survey of literature rela. ted to this aspect of the transcription 
progr~ indicated that only a small quantity of specific data was avail-
able concerning t eating and eva.l uation of' results for the process as a 
whole. The emphases seemed instead to have been placed upon testing 
the separate skills of shorthand diotat ion speed and. the rate of tran-
scription without a consideration of all the elements involved in office-
type dictation and transcription. 
The foregoing interpretations have referred, for the most part, to 
the second theory for effecting the transcription process. Related lit-
erature contained fewer references to the development of the third theory, 
defined previously. 
That Brewingtonl is an advocate of' this theory wa.s ·indicated by her 
statement in 1945 describing its use at the university of Chicago. She 
listed six specific results of teaching by this method and pointed out 
its advantages. She speaks of it in the following wayt 
Since 1933 the classes in shorthand and typewriting at 
the University of' Chicago he. ve been carried on by having the 
learning of' shorthand and typewriting at one and the sa.me 
time, and typewriting learned from shorthand notes. Af'ter so 
carrying on the work, it appears rather plainly that the use of 
a large learning unit is the basic factor in making such a.n 
or~ization a more desirable one. 
In 1949 Tidwe112 stated the. t the la ok of learning materials might 
be one reason why this method was not used more often. He believed, 
however, that several factors had combined to force, in some way, the 
~rewington, Ann, ucorrelation of Shorthand and Typewriting," 
American Business Education, vol. 2, December, 1945, P• 101 • 
2Tidwell, M. Fred, "Transcription in the First Semester,"· American 
Business Education, vol. 5, May, 1949, PP• 282-284, 296. 
• 
• 
presentation of transcription training in the shortest possible time= 
the expanding curriculum pressure, the mortality rate of stenographic 
learners, economy and effectiveness of the method, and the competition 
of mechanical recording devices. 
!nderson1 reported three studies dealing with variations of this 
theory: Kuna, 1931 and 1932; Desoe, 1943; and Conlon, 1945. 1n this 
connection she saidt2 
All o:t the foregoing studies were definitely limited in 
scope but they have been summarized briefly to show how very 
little research has been conducted based on problems of inte-
gration. There is practically no evidence of progress toward 
integration in research. 
From this survey of literature about the third theory for effect-
ing the transcription process, no new· problem of punctuating the tran-
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script seemed to be evident. Consequently, for the intent of this study, 
no further research in this area was attempted. 
Present Status ofResearch. An examination of over 350 titles of 
theses and service papers representing research in shorthand, type-
writing, and transcription revealed only a few titles which indicated 
that the methods, content, or procedures in the transcription course as 
a whole had been the focus of study. Only one of these dealt with reme-
dial work; and none reflected an integration of work in the shorthanCl, 
typewriting, and English departments, although this ~eed has apparently 
been mentioned constantly for over 25 years. One evidence of the reoog-
nition of this need was given as early as 1925 by Barnhart, cited by 
1 . 
Anderson, uintegrated Secretarial Training, pp. 156-159. 
2Ibid, P• 159· 
• 
• 
Rye.n1 in her study, as f~llows t 
urge the typewriting and English teachers to modif'y their instruc-
tion so as to give shorthand pupils the prel~ina.ry instruction 
needed for satisfactory transcribing • 
This admonition was a. typical reference to integration as it has 
appeared not only in periodical literature but also in studies made in 
each of the separate fields. 
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~~for Remedial Work in Transcription. In 19~-29 Rye.n2 con-
ducted a. sequence of two studies to discover the most frequent errors 
in transcripts and what faulty formations in notes oa.used the errors, 
as well as to test the validity of certain remedial techniques. An 
experimental group and a control group were used. Apparently, because 
of administrative problems, no attempt was made to equate the groups; 
however, the students had a s~ilar educational background in business 
subjects. 
The studies covered a total of approx~tely 19 weeks. The mate-
rials that were used consisted of sentences, business letters, and arti-
cles written both in plate notes and in the student•s own notes. Eaoh 
student transcribed about 29,000 words, of which nearly 8,000 were in 
the form of dictated material. After a daily analysis of errors, reme-
dial instruction was given. Because the scope of the errors that were 
being analyzed was so broad, the remedial instruction was directed toward 
elimination of the most numerous ones in all areas. These included 
spelling, division of words, meanings, ptmctuation, and shorthand. The 
J.aye.n, 2.£_• ~·, P• 24. 
2Ibid, P• 6. 
• 
• 
rem~dial technique that was used consisted of a naily ten-minute focus 
upon correction of the errors made in the previous day•s transcript. 
Spellings were given, outlines were put on the board, ~horthand prin-
ciples were discussed, and the use of the dictionary was emphasized. 
~ the result of a test given to both the experimental group ~d 
the control group following the application of the experimental factor, 
Ryan concluded a~ follows, 1 
a much more strenuous remedial program involving greater 
detail and a longer period of time than was taken for the 
remedial instruction given to this group is necessary if the 
experimental group is to show decided superiority. 
Summarizing Statements. Before attempting to construct a remedial 
program for one phase of transcription, it seemed imperative to obtain 
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a general perspective of the status of the whole subject. This objective 
has been accomplished, and a digest of literature related to -t.he philos-
ophy, practices, and problems has been reported. Extracting the s·alient 
points that most directly influence the problem of the present study has 
led to the following conclusionsa 
(1) The meaning of transcription and the nature of the elements that 
enter into the transcription process appear to be well defined. There is 
obvious lack of unanimity about the scope of the whole course, admission 
of students to the course, its placement in the program, and its minimum 
standards. There is no logical questioning of the fact that these fac-
tors must be modified to meet local conditions--the size o£ the school, 
the teaching load, and the general nature of the community being served • 
Varied objectives and standards have resulted from this adjustment, 
although umailabilityu as defined in the terms used in this study is 
generally the theoretical basis. 
• 
• 
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(2) The three skills most important to the transcription process are 
shorthand, typewriting, and English. A responsibility for effecting the 
necessary training lies with each department in order that the•composite 
skill may be most efficiently acquired. An implication seems to pervade 
many discussions that the English department is neglecting its acceptance 
of a responsibility in this connection or is unaware that it has a respon-
sibility and that, as a result, the requisite training must be supplied 
by the other two departments. 
(3) The complexity of the integration of skills warrants admission 
to the course of only those students who are likely to succeed. As yet 
no method has been devised to measure the abilities required before the 
course is taken, although success in English, typewriting, and an I. Q. 
of at least 100 appear to be indicative of success under certain con-
ditions. On the basis of such a·standard for admission, the deduction 
could be made that a more facile transfer of training of abilities in 
concomitant areas would result in better prepared graduates in the time 
allowed for the course. 
(4) The ability to punctuate in transcription requires knowled@S and 
skill on a level of specialization for which the average student has not 
received adequate preparation. Much time could be saved by deter.mining 
the degree of achievement in this ability before an integration of skills 
is attempted. Oppo.rtunities must be provided for practice that will insure 
a return of the function with an increasing degree of intensity and speed 
as the integrative process proceeds. 
(5) The need for integration of work in the English, shorthand, and 
typewriting departments is universally recognized. There is little evi-
dence that the need is being met. 
• 
• 
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(6) Recognition must be made of individual differences by providing 
opportunities for individual practice on the basis of need. 
(7) A remedial program that provides a challenge and at the same 
time gives a student an opportunity to recognize his rate of progress 
should be constantly functioning. In constructing and directing such a 
program, the psychological factors that condition improvement of learn-
ing should be tully utilized • 
• 
CHAPTER III 
PROCEDURES 
This study was made to deter.mine the bases for a successful remedial 
program and to construct such a program for use in teaching the punotua-
tion of shorthand transcripts. The procedures included the following 
steps.i 
(1) After selecting the problem field, surveying related literature, 
defining and stating the problem, the following hypothesis for the out-
comes of the study was formulated: that the use of a program of remedial 
practices such as that outlined in this study should increase efficiency 
in teaching shorthand transcription because it would have the results 
listed below. 
(a) A higher level of marketable skill 
(b) Fewer failures in the course 
( o) An improvement in morale during the learning period 
(d) Increased eo-operation among the members of the staff 
in the English!~ shorthan_d, and typewriting departments 
(2) FUrther investigation was then made of the findings in research 
studies related to the problem. In addition to this investigation, a 
study was made of literature discussing the philosophy and psychology of 
remedial teaching. 
(3) As a result of the investigations in (2), above, a decision was 
made concerning the nature of the.data to be assembled for study and 
interpretation. Such data were then collected as would represent sam-
plings of the teaching preferences for punotuating, teaching materials 
provided in textbooks for dictation, and practices in the use of punotua-
tion as represented by business correspondence. 
• 
• 
(a) Ten representative textbooks were used as the basis for a 
sampling of teaching preferences in punctuating: five, giving an 
exposition of the principles of composition; and five, listing rules 
for punctuating business writing. 
(b) An analysis was then made of the punctuation used in the 
business letters of ten textbooks known to be selected for dicta-
tion in teaching shorthand transcription. These books represented 
copyright dates from 1934 to 1950. The letters were selected at 
random in groups of five. 
(c) As a sequence to the foregoing step, letters used in busi-
ness office correspondence were analyzed on the same basis as the 
textbook letters. These data were obtained by writing to selected 
companies requesting permission to make such analyses. Since only 
a 50 per cent response to the letters was obtained, it was decided 
to telephone other companies, explaining the nature of the informa-
tion desired and requesting an appointment to discuss the study being 
made. The suggestions of persons interested in the outcome of the 
study were followed in making selections of the companies to be inter-
viewed. Such co-operative attitudes toward the problem were found 
among office executives that permission to make the necessary analy-
ses were willingly granted. 
In order to make the samplings extensive enough to indicate results 
that might be considered statistically reliable, a record was kept of the 
words in each letter analyzed. The t"extbook count was used for the letters 
selected. from dictation books. The approximate length of each business 
letter was determined by selecting a line of average length, counting the 
actual words in that line, and then multiplying by the number of lines in 
• 
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the letter. The actual figure obtained by this procedure was used in the 
first four analyses. It was then decided that the record would be suffi-
ciently accurate for the purposes intended if the total was used that 
represented the nearest multiple of five in the count. 
(4) The data were then assembled, analyzed, and ~terpreted. Cer-
tain conclusions were made, among them being a decision about the bases 
and procedures to be used in the remedial program. This program will be 
outlined and discussed in Chapter VI. 
(5) As a final step, recommendations for further studies in this 
problem field were offered on the basis of the conclusions resulting 
from this study • 
• 
• 
CHAPTER IV 
.!NALYSIS AND INTERP.RETATION OF DA.'l'A 
The data presented £or ~alysis and interpretation in this chapter 
were assembled according to the procedures outlined in Chapter III. Such 
data were selected as were believed necessary to reveal the scope o£ prepa-
ration essential £or the successful punctuation o£ transcripts. Three 
basic sources were used £or this purpose. Summaries o£ the data obtained 
from these sources are presented in three major tables--I, II, and III--
from which all except two o£ the succeeding. tables were derived. For the 
problem o£ this study, these two tables--IV and V--are included only to 
indicate the total words iO the letters analyzed £or Tables I and II. 
In Table I an analysis is represented o£ the punctuation rules given 
in ten textbooks compared with those given by Woolley and Scott.l The 
textbooks used £or this purpose are listed in the Appendix in the order o£ 
the numbers included in the column headings o£ the table. 
This analysis was made to answer three questions: 
(a) What situations appearing internally in the sentence are 
punctuated 
(b) Row are they punctuated 
(c) What unanimity is there in the choice o£ punctuation 
The analysis is not presented as an extensive or complete interpreta-
tion of all the distinctions in the rules but rather with the intent to 
reveal the types of problems that appear in the application o£ such rules • 
lWoolley, Edwin c., and Scott, Franklin w., College Handbook o£ 
Composition, D. c. Heath and Company, Boston, 1944, pp. 239-316. .--
• 
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A comparison of ideas rather than terminology was sought. For the 
most part, the comparison was confined to the statements and examples 
given under the heading of ePunotuation,e although so little appeared 
for the use of the hyphen in some textbooks that it seemed desirable to 
consult also the sections on nspelling.n Such dis~inctions as 8 use• or 
ushould use, a "may use, n or "is usually us.edtr were closely observed as a 
reflection of the author's idea that a particular mark was constant or 
variable in its use. The following legend was used for the interpreta-
tion of! symbols appearing in the table: 
r = rule given in the textbook to which reference is made 
v = rule given with variation in ideas 
o : rule not mentioned 
Of the situations--36 in number--represented by Woolley and Scott, 
the table shows that 15, or 4!.67 per cent, appear constant in the use. 
of particular marks according to the interpretations of all authors, 
whereas 21, or 58·33 per cent, indicate varying emphases or no mention 
at all • 
.An examination of those which were constant reveals that seven 
refer to rules for the use of commas; two, semicolons; two, quotations; 
two, apostrophes; one refers to the use of the colon; and one, the dash. 
These 15 usages are represented by the following situationst 
Co:mma 
To separate co-ordinate adjectives 
To separate parts of addresses, dates, and .so forth 
To set off terms used in direct address 
To set off nonrestrictive appositives 
To set off parenthetic expressions 
To set off nonrestrictive modifiers 
To set off informal quotation expressions 
• 
Semicolon 
To separate principal clauses in compound sentences when a 
co-ordinate conjunction is not used 
To separate principal clauses in a compound sentence when 
one or both of the clauses contain internal punctuation 
Colon 
To set off an introduction to following matter 
Dash 
To indicate an abrupt change of thought 
Quotation Marks 
To enclose direct quotations 
To punctuate quotations within quotations by the use of 
single quotation marks 
Apostrophe 
To indicate the omissions o£ letters in words 
To indicate the plurals or letters and numbers 
On the other hand, varying emphases upon certain aspects or the 
remaining 21 situations or 1 as in some oases, no rule for punctuating 
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the situation at all indicated lack or unanimity according.to the state-
menta or the rules. or these variable interpretations seven refer to 
rules for the use o£ commas; three, dashes; six, hyphens; one refers to 
the use o£ semicolons; one, colons; one, parentheses; one, quotation 
marks; and one, apostr,ophes. These 21 variable usages are represented 
by th~ situations listed below: 
Comma 
Compound sentences with co-ordinate conjunctions 
Series 
Contrasted words or pprases 
Absolute phrases · 
1'ransposed subordinate clauses 
Introductory verbal or long prepositional phrases 
Independent expressions 
Semicolon 
Compound sentences with conjunctive adverbs 
• 
Colon 
Dash 
Between parts o:f titles, and so :forth 
Preceding summarizations 
Before repetitions, modifications 
With appositives 
Parentheses 
EXplanatory material 
Quotation Marks 
With another mark o:f punctuation 
Apostrophe 
Possessives 
Hyphen 
Words as single adjective 
Compounds using adverb at the end 
Compounds with prefix 
~actions, unless numerator is adjective 
Compound numbers, twenty-one to ninety-nine 
Other compound words 
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A brief interpretation o:f the most sign.ificant aspects o:f variation 
:follows. 
Comma. 
In punctuating the compound sentence with a co-ordinating conjunction, 
the main source o:f variation appeared in the listing of the conjunctions 
considered to be co-ordinating. Only one textbook mentioned correlatives 
as co-ordinating; three listed and, but, ~ ~, for; in others such words 
as yet, !.2_1 while, or neither may have been included. A :further variation 
appeared in the omission of the comma between very short main clauses in 
the compound. By some the omission was allowed only in those sentences 
which did not use but, yet, or ~as the co-ordinating element. 
The laok o:f unanimity in the punctuation o:f the series concerned the 
use o:f a comma in a series of the "a, b and o" type. It will be noted 
• 
:from an examination of the table .that four of the five business textbooks 
(6, 8, 9, and 10) require the comma to be used before ~when it connects 
separate elements, whereas, in general, the composition books advocate its 
use only when necessary to prevent misreading. 
No rule was given for the punctuation of contrasted words or phrases 
in three textbooks. Seven textbooks, however, expressed the desirability 
for the use o:f the comma to add emphasis to a contrast before such words 
as not, but, ~not, or yet. Not was the word most often mentioned as 
an example of an introduction to a contrasting idea. 
The punctuation of absolute phrases (the definitions of which varied) 
was not discussed in si:x: textbooks. It is to be noted that five o:f these 
were the business textbooks. 
The variation in interpreting the punctuation of a transposed clause, 
which has been discussed earlier in this study, is based by some writers 
upon length, by others upon restrictiveness or nonrestrictiveness, and by 
stil~ others upon clarity. Only 20 per cent agreement was found in the 
expression of this rule. 
In the use of a comma with introductory verbals and prepositional 
phrases, two writers required the comma upon the basis of clarity; four 
referred to its use only in connection with the participle; and one 
referred to both situations in terms of punctuation because of length. 
Here, too, restrictiveness or nonrestrictiveness was. a decisive factor. 
Independent expressions, such as yes, ~~ certainly, indeed, well, 
were not discussed by two writers, although they were included by the 
I 
others in a categpry requiring separation by a comma unless closely 
related to a sentence element. 
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Semicolon 
Although the conjunctive adverb appeared to be the oommon ter.m used 
to describe words such as however, nevertheless, moreover, and therefore 
' 
when they introduce the second main clause of a compound sentence, the 
term used by one writer was a logical connective. The punctuation by 
nine writers indicated the use of the semicolon before this term, whereas 
there was not unanimity concerning punctuation following the connective. 
One writer did not give any specificity to the situation. 
Colon 
Seven writers stated rules for punctuation between parts of titles, 
references, and so forth• whereas three did not. 
Dash 
A breakdown in the use of dashes preceding a summarization, before 
repetition or modification, or with appositives was given specificity by 
the majority of writers, although some did not treat these situations at 
all. 
Parentheses 
The majority of writers signified that a choice oould often be made 
• 
of commas, dashes, or parentheses to punctuate parenthetic material that 
is loosely supplementary or explanatory or illustrative. Two writers 
placed emphasis upon the use of parentheses onlywhen such an element has 
no direct relationship to the rest of the sentence or is only remotely 
connected in meaning. 
• 
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Quotation Marks 
The variation which was evident in the use of these marks concerned 
their position with reference to other punctuation. For the position of 
the comma and period~ there appeared to be consensus for its placement 
inside the quotation marks, but there was not agreement about the position 
of the colon and semicolon. Six writers placed the colon and semicolon 
always outside, whereas the others placed these two marks inside, along 
with the exclamation and question mark, if applying to the quotation; 
otherwise, outside. One writer did not speci:f'y the position which any 
of these marks should have. 
Apostrophe 
The variation in the use of the apostrophe to show possession con• 
cerned proper nouns only. Four writers recognized two common practices, 
whereas the others gave a blanket statement that singular ,proper nouns 
ending in ~show their possession by adding '~to the nominative form 
and that plurals add only the apostrophe to the nominative plural. 
Hyphens 
Less specificity was found in the breakdown for hyphens than in any 
other mark of punctuation. The table reveals the common problems. Those 
writers who have not mentioned the separate treatment listed in the situa-
tions of the table tended to cover the subject with a more or less blanket 
statement concerning unit ideas, coined words~ or examples of.a limited 
number of specific prefixes. 
/~. 
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These data have thus indicated that there is·no one universal prac-
tice in punctuation of all the representative situations used in this 
study. They have further indicated that for some situations there appears 
to be unanimity, although for others there is divided practice of varying 
degree. It is conceded, however, that an analysis of more textbooks 
might have changed the percentages of agreement. Nevertheless, it is 
believed that the results shown for this selection of textbooks are indica• 
tive of the variable practices that should be considered in formulating a 
basis for teaching punctuation. 
A summary of the percentages of agreement found in the ten textbooks 
as given in Table I follows. The word agreement as used here means that 
the situation is specifically accounted for in the statement of the rule. 
For the 15 constant situations reference may be made to the list 
previously given in this chapter. 
The percentages of variation in 21 situations were these• 
90 per cent agreement 
-;Compound sentence with conjunctive adverb 
-Words as single adjective 
- Compound numbers~ twenty-one to ninety-nine 
80 per cent agreement 
. ----;Independent expressions 
-- With appositives 
( ) Explanatory material 
70_per cent agreement 
---, Coiitrasted words or phrases 
a Between parts of titles, and so forth 
Preceding summarization 
- Fractions, unless numerator is adjective 
60 per cent agreement 
----;Series 
- Before repetition, modification 
r Possessives 
- other compound words 
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50 per cent agreement 
-.,....,.With another mark of' punctuation 
~ p~r ~ agreement 
, Absolute phrases 
• 
- Compounds with pref'ix 
30 per cent agreement 
---; Introductory ~rbal and long prepositional phrases 
20 per cent agreement 
- ~ Triilsposed subordinate clauses 
10 per cent agreement 
---:-Compounds using adverb at the end 
0 per cent agreement 
---;Compound sentence with conjunction 
A comparison of' these data are presented in Table I, which follows • 
• 
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TABLE I 
COMPARISON OF THE PUNCTUATION RULES FOUND IN TEN TEXTBOOKS 
WITH THOSE GIVEN IN WOOLLEY AND SCOTT'S 
COLLEGE HANDBOOK OF C01WOSITION 
Textbooks Percentage 
Punctuation Used with Situations of. 
1 2 10 A eement 
Comma 
Compound sentence with conjunction v v v v v v v v v v 0 
Series r r r r r v r v v v 60 
Co-ordinate adjectives r r r r r r r r r r 100 
Contrasted word or phrase r r 0 0 r r r r 0 r 10 
Parts of address, date, etc. r r r ·r r r r r r r 100 
Direct address r r r ~r r r r r r r 100 
Nonrestrictive appositive r r r r r r r r r r 100 
Parenthetic expression r r r r r r r r r r 100 
Absolute phrase r r r 0 r 0 0 0 0 0 40 
Nonrestrictive modifier r r r r r r r r ·r r 100 
Quotation expression r r r r r r r r r r 100 
Transposed subordinate clause r r v v v v v v v v 20 
Introductory verbal phrase, etc. v v v v v r v r v r 30 
Independent expression r r r r r r r 0 0 r 80 
Semicolon 
Compound sentence without conjunction r r r r r r r r r r 100 
Compound sentence with conjunctive adverb r 0 r r r r r r r r 90 
Principal clauses with internal punctuation r r r r r r r r r r 100 
Colon 
Introduction to following matter r r r r r r r r r r I 100 Between parts of titles, etc. 0 r r 0 r r 0 r r r 10 
Legend: r = rule given in the textbook to which reference is made; v : rule given with variation 
in ideas; o = rule not mentioned. 
-:-:.:J 
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TABU!: I (continued) 
Punctuation Used with Situations 
1 2 3 4 
Dash 
-rii'dicating abrupt change of thought r r r r 
Preceding summarization 0 r r r 
Before repetition, modification r r ·o 0 
With appositive 0 r 0 r 
Parentheses 
Explanatory material r r r r 
Quotation Marks 
Direct quotation r r r r 
With another mark of punctuation r v r v 
Single quotation r r r r 
Apostrophe 
Possessive v v r r 
Contraction r r r r 
Plural of letters and numbers r r r r 
Hyphen 
Words as single adjective 0 r r r 
Compound using adverb at end 0 0 0 v 
Compound with prefix 0 v r 0 
Fraction, unless numerator is adjective r r 0 r 
Compound number, twenty-one to ninety-nine r r r r 
Other compound words r r r 0 
~-~---
Textbooks 
5 6 7 8 
r r r r 
r r r 0 
0 r r r 
r r r r 
r r v v 
r r r r 
v r r r 
r r r r 
v r r r 
r r r r 
r r r r 
r r r r 
0 0 0 0 
r 0 0 r 
r 0 0 r 
r 0 r r 
r 0 0 r 
9 
r 
0 
r 
r 
r 
r 
0 
r 
v 
r 
r 
r 
0 
r 
r 
·r 
r 
• 
IPercentag 
of 
10 Agreemen 
r 100 
r 70 
0 60 
r 80 
r 80 
r 100 
v 5o 
r 100 
r 60 
r 100 
r 100 
r 90 
0 0 
v 40 
r 70 
r 90 
0 60 
e 
e 
.t 
~ 
\J1 
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The seoond basic analysis shows the frequencies with which punctua-
tion appeared in 500 letters selected at random from 10 tenbooks known 
to be in use ~or dictation in transcription classes. This analysis, 
presented in Table II, was made to secure a basis ~or determining to 
what extent opportunities are provided ~or mastering the punctuation o~ 
those situations indicated in Table I. The frequencies are summarized 
~or each mark in the letters selected from each textbook; they are also 
totaled ~or each situation and each mark in all o~ the letters used ~rom 
all textbooks. 
In ~allowing tables a basis ~or comparison o~ these totals will be 
presented. In spite o~ the lack of a comparable basis in this table, 
however, there is evident considerable uni~ormity o~ treatment of cer-
tain situations. Outstanding among them are the usage o~ commas with 
transposed clauses, nonrestrictive modifiers, compound sentences with 
a conjunction, parenthetic expressions, introductory verbal and long 
prepositional phrases, as well as the use of the hyphen in words used 
as a single adjective and the use o~ possessives. Equally uniform is the 
omission of situations representing the use of punctuation between parts 
of titles, independent expressions, and contrasted words or phrases, 
single quotations, plurals of letters and numbers, and the treatment o£ 
compound words. Other situations, however, represent a greater degree 
of variation. 
The textbooks chosen for this analysis are listed in the Appendix 
according to titles, authors, publishing companies, and copyright dates. 
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TABLE II 
FREQUENCY OF USE OF PUNCIDATION MARKS 
IN 500 LETTERS SELECTED AT RANIOM FROM TEN TEXTBOOKS 
Textbooks 
Punctuation Used with Situations J. 2 3 ll. 2 6 7 8 2 10 Tgtal 
Comma 
Compound sentence with conjunction 22 20 37 33 22 18 18 28 9 20 227 
Series 11 12 10 13 15 10 14 4 6 12 107 
Co-ordinate adjectives 1 2 2 3 0 0 0 2 4 11 25 
Contrasted word or phrase 2 1 1 1 0 0 0 0 0 0 5 
Parts of address, date, etc. 4 16 8 10 6 7 0 2 2 9 64 
Direct address 0 0 0 0 0 9 0 1 0 5 15 
Nonrestrictive appositive 5 20 8 15 11 6 8 10 5 12 100 
Parenthetic expression 18 22 37 10 10 16 23 23 25 15 199 
Absolute phrase 3 2 1 0 0 0 0 . 1 0 0 7 
Nonrestrictive modifier 34 89 46 31 32 36 12 54 14 39 387 Quotation expression 0 0 1 1 0 0 1 1 0 9 13 
Transposed subordinate clause 25 51 48 40 45 28 45 56 53 69 466 
Introductory verbal phrase, etc. 20 23 24 18 13 13 22 11 26 11 187 
Independent expression 1 1 2 1 0 2 3 1 0 0 11 
Total 146 265 225 176 154 145 146 200 144 212 1 813 
Semicolon 
Compound sentence without conjunction 4 7 1 10 1 0 '6 3 4 8 44 
Compound sentence with conjunctive adverb 1 3 0 2 0 1 3 2 1 7· 20 
Principal clauses with internal punctuation 11 12 7 7 2 0 6 17 4 8 74 
Total 16 22 8 19 3 1 15 22 9 23 138 
Colon 
--r:Dtroduction to following matter 3 4 8 5 0 7 4 1 2 8 42 
Between parts of titles, etc. 0 0 0 0 0 0 0 0 0 0 0 
Total 3 4 8 5 0 7 4 1 2 8 42 -.J -.J 
e • e • 
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TABLE II (continued) 
Textbooks 
Punctuation Used with Situations l 2 3 l.L 5 Q z ~ 2 J.Q Total 
Dash 
--rii'dicating abrupt change of thought 0 2 2 0 0 0 0 2 ·o 0 6 
Preceding summarization 0 1 3 0 0 1 1 0 0 0 6 
Before repetition, modification 3 4 7 0 0 1 0 1 0 0 16 
With appositive 1 4 1 0 2 0 0 0 0 0 8 
Total 4 11 13 0 2 2 1 3 0 0 36 
Parentheses 
EXplanatory material 0 1 0 0 0 0 0 0 0 0 1 
Quotation Marks 
Direct quotation 0 1 2 7 0 4 3 10 0 6 33 
With another mark of punctuation 0 0 0 0 0 0 0 0 1 3 4 
Single quotation 0 0 0 0 0 0 0 0 0 0 0 
Total 0 1 2 7 0 4 3 10 1 9 37 
Apostrophe 
Possessive 3 14 6 3 10 8 22 9 7 15 97 
Contraction 0 0 5 6 3 2 4 6 3 9 38 
Plural o£ letters and numbers 0 0 0 0 0 0 0 0 0 0 ' 0 
Total 3 14 11 9 13 10 26 15 10 24 135 
HyPhen 
Words as single adjective 14 31 ll 13 13 10 ll 21 12 13 149 
Compound using adverb at end 1 1 0 0 0 1 0 0 0 0 3 
Compound with prefix 0 0 0 0 0 3 0 1 0 3 7 
Fraction, unless numerator is adjective 1 0 0 0 0 1 0 1 0 0 3 
Compound number, twenty-one to ninety-nine 4 2 1 0 0 0 5 1 4 2 19 
Other compound words 0 0 0 0 0 0 0 0 0 0 0 ......:J en 
Total 20 34 12 13 13 15 16 24 16 18 181 
• 
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The first two tables have been concerned with a theoretical approach 
to -the problem of punctuation. Since theory alone would be an inadequate 
indicator of th~ scope of preparation essential for the punctuation of 
transcripts, a third basic.analysis was made. This analysis, presented 
in Table III, shows the practical application of punctuation in 500 let-
ters selected at random from the correspondence files of 10 offices. A 
list of the offices that provided opportunities for the analysis is given 
in the Appendix. 
Like Table II, Table III shows the frequencies and the totals for 
each situation and each mark. irom these two tables, derived tables will 
be presented which compare the frequencies and relative ranking in the 
use o£ punctuation. This comparison will be made to indicate what teach-
ing emphases should be continued and what should be modified to meet the 
practical demand~ of business. 
It was to be expected that frequencies might be conditioned by the 
language habits of a single dictator. An example of such a practice can 
be seen in the high frequency of use of the dash, which represents the 
punctuation habits in one office. For the most part, however, letters 
from several dictators were included in the correspondence analyzed in 
each office. 
Similarities in treatment of usage can be noted in this table as 
well as in the preceding table, although the nonrestrictive modifier 
appears outstanding for frequency. A greater spread in use is neverthe-
less apparent throughout. In none of these offices was 'the use of punc-
tuation governed by a correspondence manual. 
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TABLE III 
FREQUENCY OF USE OF PUNC'IUATION MARKS 
IN 500 LETTERS JINAL'YZED FROM THE FILES OF TEN OFFICES 
Punctuation Used with Situations 
Office Files Total 
1 2 J k 2 6 I 8 2 10 
Comma 
Compound sentence with conjunction 36 5 12 32 7 22 52 29 17 31 243 
Series 7 7 6 18 9 13 7 20 29 14 130 
Co-ordinate adjectives 1 0 1 0 0 0 0 1 0 0 3 
Contrasted ·word or phrase 0 2 0 0 1 1 0 (} 1 0 5 
Parts of address, date, etc. 12 28 36 9 31 26 56 3 23 15 239 
Direct address 0 0 0 0 0 1 0 0 4 0 5 
Nonrestrictive appositive 8 14 6 4 5 35 6 7 25 4 114 
Parenthetic expression 16 12 6 3 14 7 18 10 1 7 94 
Absolute phrase 0 2 3 1 0 0 1 1 3 1 12 
Nonrestrictive modifier 24 51 52 51 73 36 39 43 92 61 528 
Quotation expression 2 0 0 0 0 0 4 0 0 0 6 
Transposed subordinate clause 41 54 11 27 34 29 44 28 37 49 354 
Introductory verbal phrase, etc. 27 52 27 33 39 36 49 20 28 29 340 
Independent expression 6 0 0 0 0 0 0 0 4 0 10 
Total 180 227 160 184 213 206 276 162 264 211 2 08.3 
Semicolon • 
Compound sentence without conjunction 2 0 0 3 5 1 0 4 0 3 18 
Compound sentence with conjunctive adverb 0 0 2 3 1 1 0 1 0 0 8 
Principal clauses with :internal punctuation 0 1 0 1 0 1 0 0 1 1 5 
Total 2 1 2 7 6 3 0 5 1 4 31 
Colon 
Introduction to following matter 0 0 6 8 7 2 11 3 6 3 46 
Between parts of titles, eta. 0 0 0 0 0 2 0 1 1 0 4 
Total 0 0 6 8 7 4 11 4 7 3 5o ()) 0 
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TABLE III (continued) 
Office Files 
Punctuation Usedwith Situations I 2 ~ 4 s 0 7 8 9 lO Total 
Dash 
---riidicating abrupt change of' thought 0 1 0 0 0 10 0 0 3 0 14 
Preceding summarization 0 0 1. 0 0 0 1 1 1 1 5 
Before repetition, modification 0 0 0 0 0 0 0 1 9 1 11 
With appositive 0 0 0 0 0 1 0 0 0 1 2 
Total 0 1 1 0 0 11 1 2 13 3 32 
Parentheses 
Explanatory material 0 0 1 . 5 6 1 6 5 7 4 35 
Quotation Marks 
Direct quotation 1 1 5 2 9 6 16 9 8 18 15 
With another mark.of' punctuation 0 0 0 1 0 4 2 0 6 0 13 
Singl~ quotation 0 0 0 0 0 0 0 0 0 0 0 
Total 1 . 1 5 3 9 10 '18 9 14 18 88 
Apostrophe 
Possessive 11 4 4 8 8 10 30 9 10 14 108 
Contraction 5 0 1 1 8 8 1 12 10 2 48 
Plural or letters and numbers 2 0 0 0 0 0 0 0 0 0 2 
Total 18 4 5 9 16 18 . 31 21 20 16 158 
HyPhen 
5 5 5 4 Words as single adjective 2 2 8 4 6 7 48 
Compound using adverb at end 3 0 1 1 1 0 0 0 1 1 8 
Compound with prefix 2 10 6 4 1 1 6 5 1 1 37 
Fraction, unless numerator is adjective 0 3 0 0 1 0 4 2 1 0 11 
Compound number, twenty-one to ninety-nine 1 0 0 0 2 0 1 0 0 0 4 
Other compound words_ 0 0 0 0 19 0 3 0 4 8 34 
Total 11 18 9 7 29 5 22 11 13 17 142 en ....., 
• 
In the same order that the letters appeared in Tables II and III, 
Tables IV and V show the number of words in each letter analyzed and the 
totals for textbooks and for. office correspondence • 
In pointing out the use o_f cumulative sampling for O<btaining sta-
tistically significant results, Monroe1 made the following statement: 
This procedure involves 10,000 word samples from large sources 
of material with successive samples added to the composite •••• 
Studies in capitalization and punctuation indicate that from 
60 1 000 to 90,000 words of written material are necessary before 
the results cease to be affected s ignifioan tly by additional 
data. 
A reference to Tables IV and V will show that the data for both of 
these analyses are within the range considered to be statistically 
reliable by Monroe. Consequently, 'the comparisons indicated in this 
study should have validity for determining desirable changes in teach-
ing punctuation. 
Although the focus of this study does not require further inter-
pretation of the comparisons in length of the textbook and office let-
ters, a perusal of the two tables shows a greater percentage of medium 
and long letters in office correspondence than that in textbooks. This 
point should therefore be kept in mind when selecting letters for class 
use in transcription. 
1 
Monroe, 2.£_• ~· • p • 447 • 
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TABLE IV 
LENGTH OF THE 500 LETTERS 
SELECTED AT RANIX>M FOR ANALYSIS FROM TEN TEXTBOOKS 
• Textbooks 1 2 3 4 5 6 7 8 9 10 
91 68 95 82 70 63 113 200 81 85 
93 69 120 121 70 84 145 120 87 166 
'97 69 120 122 70 85 132 140 118 138 
77 69 145 89 70 75 137 120 111 89 
118 69 198 138 70 62 127 40 117 92 
212 104 132 110 130 116 142 90 118 130 
114 105 61 126 130 80 102 200 154 120 
55 107 90 98 130 112 123 100 190 84 
131 108 151 106 130 101 66 60 82 186 
119 109 100 116 130 94 74 120 73 158 
189 139 117 139 70 60 116 140 66 135 
141 140 135 130 80 60 151 80 94 151 
85 140 200 95 80 60 220 120 102 179 
164 144 140 159 80 61 143 100 114. 198 
127 144 60 104 80 62 127 120 110 191 
81 156 180 230 150 76 100 200 118 96 
92 157 180 133 150 77 47 160 142 126 
91 158 100 99 150 77 74 120 172 173 
111 159 60 233 150 77 116 90 90 140 
142 159 276 136 150 77 128 100 98 144 
94 193 200 166 123 65 89 200 139 125 
151 193 100 173 119 86 98 280 119 194 
89 194 80 241 120 86 106 80 187 99 
103 196 40 107 120 87 101 100 195 ' 140 
54 196 280 163 118 87 98 120 63 119 
130 230 60 199 90 98 148 160 108 121 
67 230 80 83 140 98 162 180 115 141 
68 231 160 160 120 99 154 120 132 175 
56 232 120 147 120 99 168 65 187 114 
94 234 259 96 80 100 174 120 87 219 
255 288 509 94 90 121 96 100 140 87 
• 
61 289 80 111 40 116 124 200 369 135 
71 293 100 116 120 117 125 110 63 176 
82 299 80 200 100 117 150 160 110 189 
132 301 465 184 80 117 157 140 134 150 
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e TABLE IV (continued) 
Textbooks 
• 
1 2 3 4 5 6 7 8 2 10 
97 199 240 159 120 129 116 130 254 109 
59 199 80 200 120 130 81 160 81 131 
96 201 80 164 120 131 59 160 139 131 
276 202 72 105 .119 132 134 75 148 164 
100 202 238 120 120 132 118 120 140 137 
125 176 189 132 160 152 144 5o 137 155 
125 177 60 111 160 152 128 141 159 144 
125 178 400 222 160 154 147 140 188 114 
125 180 80 221 170 154 149 150 197 140 
125 181 100 196 170 155 139 140 89 149 
125 213 40 173 150 192 154 100 85 174 
125 213 60 166 150 194 154 130 102 187 
125 213 140 196 150 197 155 160 117 180 
125 214 300 136 150 199 158 70 115 157 
125 215 120 144 150 199· 83 100 174 104 
5 715 8 935 7 472 7 251 5 889 5 474 6 252 6 381 6 510 7141 
Total 67 020 
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TABLE V 
APPROXIMATE NUMBER OF WORDS FOUND IN THE $00 LETTERS 
.ANALIZED FROM THE FILES OF TEN OFFICES 
• 
0 r .f i c e s 
I 
h 2 6 1 8 10 1 2 ~ 2 
$13 63 56 72 -100 100 5o so 140 180 
210 221 108 108 88 132 340 75 130 140 
200 126 80 143 352 160 270 125 90 170 
126 99 60 153 143 105 260 325 80 70 
72 110 112 40 190 100 260 210 150 130 
63 100 100 279 110 120 200 60 130 370 
90 154 50 63 100 100 330 200 170 120 
144 130 77 146 170 216 220 150 120 180 
60 72 100 72 70 170 200 100 374 55 
280 70 88 187 200 130 90 220 310 120 
32 90 308 363 90 90 140 130 280 100 
120 153 81 171 80 220 150 100 170 280 
90 113 90 154 200 70 340 250 72 325 
90 108 72 308 140 160 340 60 190 so 
no 92 154 286 210 150 110 140 220 220 
320 144 40 44 70 105 230 155 so 108 
42 135 120 242 no 90 . "170 120 360 150 
64 225 98 81 250 60 210 130 . 250 100 
32 117 97 140 160 150 290 156 80 100 
80 180 88 72 80 100 120 120 150 50 
135 126 .36 So 70 60 130 130 160 70 
99 63 72 . 81 50 60 220 110 160 175 
126 72 84 56 90 120 180 70 160 170 
45 81 77 100 80 130 240 80 220 100 
no 135 40 180 150 150 100 130 220 100 
160 171 56 54 120 150 450 no 200 60 
380 126 63 140 200 150 390 120 100 110 
364 162 64 100 90 120 270 150 150 150 
120 81 90 56 80 75 120 90 140 150 
252 72 70 1:55 200 120 120 80 100 60 
132 162 90 130 no 150 290 80 70 200 
e 130 108 88 342 180 160 250 120 170 100 198 ll7 153 70 llO 170 200 70 100 180 
48 126 100 1$0 150 5o 290 170 250 1$0 
275 126 110 66 170 1$0 ·130 100 110 90 
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TABLE V (continued) 
0 .f t i e e s 
• 
1 2 3 4. 5 6 7 8 9 10 
240 144 90 100 60 200 220 110 140 215 
45 135 100 88 100 190 100 140 324 100 
8o 180 70 108 110 120 140 80 140 200 
140 126 60 90 230 70 250 100 120 120 
88 117 181 108 240 150 100 120 140 100 
120 144 no 126 80 160 200 234 130 120 
30 90 140 100 40 100 180 60 150 108 
54 72 no 135 100 280 90 90 340 120 
90 90 90 90 60 125 5o 280 140 150 
96 144 156 72 100 90 220 150 120 80 
306 153 88 130 220 180 100 340 120 140 
96 207 154 100 60 no 220 50 90 200 
187 180 84 81 80 120 230 144 160 250 
81 90 51 130 70 100 no 132 280 130 
80 72 40 170 310 350 250 110 280 100 
- -
e 7 045 6 174 4 696 
6 382 6 623 6 688 10 160 6 626 8 500 7 016 
Total 69 910 
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TABLE VI 
COMP.A.'RATIVE FREQUENCY OF THE PUNCTUATION MARKS 
PER 10,000 WURDS 
DISTRIBUTED ACCORDTiiG TO USAGE OF EACH MARK 
• Mark Textbooks O:f'fices Variation 
Comma 'ZJ0.60 2)8.00 'Z7 .4o I 
Semicolon 20.60 4.44 16.16 -
Colon 6. 'Z7 7·15 .88 I 
Dash 5·37 4.58 ·19 -
Par en theses .15 5.01 4.86 I 
Quotation Marks 5·52 12.59 7·07 f 
Apostrophe 20.15 22.61 2.¥ I 
Hyphens 'Z7. 01 20.31 6.70 -
Total 355.67 374.69 19.02 I 
Because of the difference in total words for the two 500-letter 
groups, a comparison on the basis of total marks for each group or each 
situation would not indicate the significant facts desired. Conse-
quently, the basis chosen was the average number of cases of each usage 
that appeared in each 10,000-word group, a.s was done by Ruhlen and 
Pressey in their study previously mentioned. On this basis the number 
o:f' oases has been expressed decimally to the nearest hundredths. 
As a result of the :foregoing procedure, Table VI shows the fre-
quenoy of' usage of each mark in the textbook letters compared with those 
of the office correspondence. Although some of the frequencies are very 
close, the total marks used in the office correspondence exceed those of 
the textbooks by approximately 19 :f'or each 10,000 words. The greatest 
• 
divergencies between the two groups appear in the number of commas, 
semicolons, and quotation marks. Office correspondence represents the 
usage of 27.4more commas and 7.07 more quotation marks but 16.16 fewer 
semicolons than is shown by the textbooks. 
• 
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A comparison of th~ results shown in this table with those of the 
Ruh1en and Pressey study shows a radical difference in total marks. 
Although there are variations in the distributions, the Ruhlen and 
Pressey analysis more closely approximates that of the office correspond-
ence than that of the textbooks. Even here, however, they show an excess 
of 146 marks for each 10,000 words. Moreo~r, they have not reported any 
usage for the hyphen in their grouping for a 100-business-letter analysis, 
which appeared as fo1lows: 1 
Commas 
Semicolons 
Colons 
Dashes 
Parentheses 
Quotation Marks 
Apostrophe 
438 
7 
9 
16 
13 
16 
22 
521 
It must be borne in mind, however, that the total nUlll.ber of words 
which they reported did not reach the range considered by Monroe to be 
adequate for statistical s ign.ifioance. 
lauhlen and Pressey, op. oit., p. 327· 
• 
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Because overlearning is desirable in those situations that uiwl ve 
skills, little question would seem to arise concerning the provision of 
more opportunities for mastering an element of the skill than may be 
demanded in its application. This ass~mption is made, of course, on the 
basis that a reasonable proportion is maintained. 1n those situations, 
however, that indicate a wider proportion of practical usage than has 
been provided for by teaching emphasis 1 a modification in teaching prac-
tice would seem imperative. 
To provide a basis for suoh a comparison, a breakdown of the fre-
quenoies for each mark of punctuation in textbook and office usage is 
presented in Table VII, using the situations previously listed. 
The close approximation of teaching emphasis and practical applica-
tion in some situations appears surprisingly alose, When the number of 
marks appearing in each 10,000 words of office correspondence is used as 
a criterion, however, additional emphasis seems to be most significantly 
required in teaching the punctuation of the following situations. In 
these situations the range of office usage is from 4.24 to 24.64 words 
for each 10,000 more than that provided in textbooks. 
Parts of addresses, dates,· and so forth 
Nonrestrictive modifiers 
Introductory verbal and long prepositional phrases 
Explanatory material 
Direct quotations 
Compounds with prefixes 
Other compound words 
A further comparison may be seen in the following listing. 
( . 
~ 
Grouped according to categories of emphasis in textbooks compa.r.ed 
with that in office correspondence~ the situations shown in Table VII 
have the status given below. 
Textbook emphasis under ~ indicated by office usage 
1 Series 
, Parts of addresses~ dates, and so forth 
, Nonrestrictive appositives 
, Nonrestrictive modifiers 
, Introductory verbal and long prepositional phrases 
t Between parts of titles, and so forth 
-- Indicating abrupt change of thought 
( ) Explanatory material 
n n Direct quotations 
n n With another mark of punctuation 
t Contractions 
t Plurals of letters and numbers 
- Compounds with prefix 
• Praotions, unless numerator is an adjective 
- other compound words 
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Textbook emphasis approximately equal to~ indicated by. office usage 
, Compound sentence with conjunction 
, Contrastedwords and phrases 
, Absolute phrases 
, Independent expressions 
1 Introduction to following matter 
Preceding summarization 
Before repetition, modification 
-- With appositives 
' Possessives 
- Compounds using adverb at the end 
Textbook emphasis greater~~ indicated by office usage 
, Co-ordinate adjectives 
, Direct address 
, Parenthetic expressions 
, Quotation expressions 
, Transposed subordinate clause 
; Compound sentence without conjunction 
; Compound sentence with conjunctive adverb 
; Principal clause with internal punctuation 
-Words as single adjective 
- Compound numbers, twenty-one to ninety-nine 
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TABLE VII 
COMPARATIVE FREQUENCY OF THE PUNCWATION MARKS 
PER 10,000 WORDS 
• 
DISTRIBUTED ACCORDING TO USAGE OF EACH TYPE 
Textbook or .rice Va.r:l~tion nf 
Punctuation Used with Situation Frequency Frequency Frequency 
Comma 
Compound sentence with conjunction 33.88 34.16 .88 ,L 
Series 15.91 18.59 2.62 1-
Co-ordinate adjectives · 3.13 .43 3.30 
-Contrasted word or phrase • 15 .72 .03 
-Parts o.f address, date, etc. 9 .. 55 34.19 24.64 ,L 
Direct address 2.24 .12 1.52 
-Nonrestrictive appositive 14.93 16.31 1.38 1-
Parenthetic expression 29 .. 10 13.45 16.25 
-
Absolute phrase 1.05 1.12 .61 1-
Nonrestrictive modi.fier 51.16 15.54 11.18 1-Quotation expression 1 .. 94 .86 1.08 
-Transposed subordinate clause 69.55 50.64 18.91 
-
-
Introductory verbal phrase, etc. 21.91 48.64 20.13 ,L 
Independent expression 1.64 1.43 .21 
-
Semicolon 
Compound sentence without conjunction 6.51 2.58 3.99 
-Compound sentence with conjunctive adverb 2.99 1.14 1.85 
-
Principal clauses with internal punctuaticn 1J. 04 .72 10.32 
-
Colon 
Introduction to .following matter 6 .. 21 6.58 .31 ~ Between parts o.f titles, etc. .oo .51 .51 
Dash 
Indicating abrupt change o.f thought .89 2.00 1.11 1-
Preceding summarization .89 .12 .11 
-Be.fore repetition, modification 2.39 1.51 .82 
-With appositive 1.20 .29 .91 
-
Parentheses 
Explanatory material .15 5.01 4.86 f 
Quotation Marks 
• 
Direct quotation 4.93 10 .. 13 5.80 1-With another mark o.f punctuation 
.. 59 1.86 1.21 1-Single quotation .00 .oo .oo 
• 
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TABLE VII (continued) 
Textbook 
Frequency 
Off . Variation 1.ce in 
Punctuation Used with Situation Frequency Frequena.y 
Possessive 
Contraction 
Apostrophe 
Plural of letters and numbers 
HyPhen 
Words as single adjective 
Compound using adverb at end 
Compound with pre'fix 
Fraction, unless numerator is adjective 
Compound number, twenty-one to ninety-nine 
Other compound words 
22.24 
.44 
1 .. 05 
.44 
2.84 
.oo 
Total 355.61 
TABLE VIII 
15.45 
6.87 
.29 
6.87 
1.14 
5.29 
1.57 
.51 
4.87 
374.69 
COMPARATIVE ORDER OF THE PONCTUATION MARKS 
PER 10,000 WORDS 
DISmiBUTED ACCORDING TO USAGE OF EACH GROUP 
.97 
1.20 
.29 
15.37 
• 70 
4.24 
1.13 
2.27 
4.87 
19.02 
Three marks appear in the same relative positions in both groups of 
~ 
-1-
1-
1-
-1-
1-
the f~regoing table, the semicolon being the indication of marked divergence. 
. I ~-
A breakdown in the order of usage for each mark that was given in 
Table VIII appears in Table IX according to the representative situations. 
The comments about Table VII have already pointed out, on the basis of 
the number of cases appearing in the two 500-letter groups. those situa-
tions which appear to need greater emphasis in teaching. 
The data in Table IX again emphasize those situations~ but they 
also show by the relative order of usage in the two groups that the punc-
tuation of the following 13 situations hold the same relative position, 
even though the number of usages for each 10,000 words may vary. 
\ 
Series 
Nonrestrictive appositive 
Quotation expression 
Introduction to following matter 
Between parts of titles, and so forth 
Explanatory material 
Direct quotation 
Quotation with another mark of punctuation 
Single quotation 
Possessives 
Contractions 
Plurals of 1 etters and numbers 
Words as a single adjective 
Twenty-one situations, however, appear in varying positions in their 
relative usa._ges, although they may not· be far apart. For instance, the 
first two situations in each group--transposed subordinate clauses and 
nonrestrictive modifiers--appear only in reversed position in the oppo-
site group; introductory verbal and long prepositional phrases, which 
appear thi~d in office correspondence, are fifth in the textbooks, whereas 
the compound sentence with a. conjunction is fourth in office correspond-
enoe but third in the textbooks • 
The relative positions of these usages within their respective groups 
appear significant for making a choice of the order of situations to empha-
size for teaching. 
e • e 
TABLE IX 
COMPARATIVE ORDER OF THE PO'NC'IUATION MARKS 
PER 10,000 WORDS 
DISTRIBUTED ACCORDING TO FREQUENCY IN EACH GROUP 
Textbooks Office Correspondence 
Punctuation Used with Situation Frequency Punctuation Used with Situation 
Comma Comma 
Transposed subordinate clause 69e55 Nonrestrictive modifier 
Nonrestrictive modifier 57.76 Transposed subordinate clause 
Compound sentence with conjunction 33.88 Introductory verbal phrase, etc. 
Parenthetic expression 29.70 Compound sentence with conjunction 
Introductory verbal phrase, etc. 27.91 Parts of address, date, etc. 
Series 15.97 Series 
Nonrestrictive appositive 14.93 Nonrestrictive appositive 
Parts of address, date, etc. 9.55 Parenthetic expression 
Co-ordinate adjectives 3. 73 Absolute phrase 
Direct address 2.24 Independent expression 
Quotation expression 1.94 ~otation expression 
Independent expression 1.64 Direct address 
Absolute phrase 1.05 Contrasted word or uhrase 
Contrasted word or phrase .75 Co-ordinate adjectives 
Total 270.60 Total 
Semicolon Semicolon 
• 
Principal clauses with internal punctuation ll.04 Compound sentence without conjunction 
6.51 Compound sentence without conjunction Compound sentence with conjunctive adverb 
Compound sentence with conjunctive adverb 2.99 Principal clauses with :internal punctuation 
Total 20.60 Total 
e 
Frequency 
75.54 
5o.64 
48.64 
34.76 
34.19 
18.59 
16.31 
13.45 
1.72 
1.43 
.86 
.72 
• 72 
.43 
298.00 
2.58 
Ll4 
.72 
4.44 
'P-
e • e • e 
TABLE IX (continued) 
.Textbooks Office Correspondence 
Punctuation Used with Situation Frequency Punctuation Used with Situation Frequency 
Colon Colon 
Introduction to following matter 6.27 Introduction to following matter 6.58 
Between parts of titles, etc. .oo Between parts of titles, etc. 
.57 -
Total 6.27 Total 7.15 
Dash Dash 
Before repetition, modification 2.39 Indicating abrupt change of thought 2.00 
With appositive 1.20 Before repetition, modification 1.57 
Indicating abrupt change of thought .89 Preceding summarization .72 
Preceding summarization .89 With appositive .29 
Total 5.31 Total 4.58 
Parentheses Parentheses 
Explanatory material .15 Explanatory material 5.01 
Quotation Marks Quotation Marks 
. 4.93 -Direct quotation Direct quotation 10.73 
With another mark of punctuation .59 With another mark of punctuation 1.86 
Single quotation .oo Single quotation .oo 
Total 5.52 Total 12.59 
AEostroEhe Apostrophe 
Possessive 14.48 Possessive 15.45 
Contraction 5.67 Contraction 6.87 
Plural of letters and numbers .. oo Plural of letters and numbers 
.29 
Total 20.15 Total 22.61 
-
\() 
IJl 
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TABLE IX (continued) 
Textbooks Office Correspondence 
Punctuation Used with Situation Frequency Punctuation Used with Situation 
HyPhen 
Words as single adjective 
Compo'I;Uld numbers, twenty-one to ninety-nine 
Compound with prefix 
Compound with adverb at end 
Fraction, unless numerator is adjective 
Other compound words 
Total 
22.24 
2.84 
1.05 
.44 
.44 
.oo 
27.01 
HyPhen 
Words as single adjective 
Compound with prefix 
Other compoundwords 
Fraction, unless numerator is adjective 
Compound with adverb at end 
Compound numbers, twenty-one to ninety-nine 
Total 
e 
Frequency 
6.87 
5.29 
4.87 
1.57 
1.14 
.51 
20 • .31 
"' ()'\ 
• 
• 
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The preceding tables have shown comparisons of frequency or order 
within the separate groups for each mark found in the office correspond-
ence and in the textbook letters. Table X, however, shows the relative 
order according to frequency of usage of all marks considered on a com-
posite basis. Such an arrangement further points out the apparent inade-
quacies of the textbook emphases compared with the frequenoie~ of usage 
in business letters. 
It is to be noted that 10 situations are represented in both the 
office correspondence and textbook analyses that have a frequency of 
10 or more oases for each 10,000 words but that they are not the same 
situations. Using the office correspondence again as the criterion of 
.practical a:pplioation of the rules, it will be seen that eight of the 
10 situations that appear at the top of the list are among the first 10 in 
the textbook usage. The other two--parts of addresses, dates, and so forth, 
and direct quotations--appear among the next five situations on the text-
book listing. 
An examination of those situations in office correspondence which 
represent between five and 10 usages for each 10,000-word group shows that 
two s.ituations are not in relatively close positions in textbook emphasis; 
these are compounds with a prefix and explanatory material. Thus it will 
be seen that of the top ranking 15 situations in office correspondence, 
only two have not received emphasis among the first 15 in t}).e textbook 
letters and that these two appear far out.of line • 
Twenty more situations appear ~.office correspondence in decreasing 
order of frequency, three of' which have had no textbook emphasis. These 
three represent punctuation for parts of titles, and so forth, plural$ of 
letters and numbers, and other compounds. The use of' single quotations 
does not appear in either list. 
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TABLE X 
COMPA.'!ATIVE ORDER OF ALL THE PUNCTUATION MARKS 
PER 10,000 WORDS 
DISTRIBUTED ACCORDING TO FREQUENCY OF USAGE 
I 
T 
Office Corresnbndence 
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Situations Frequencies Mark 
I 
Situation~ Frequencies 
Transposed subordinate clause 69.55 , Nonrestrictive modifier 75.54 
Nonrestrictive modifier 57.76 , Transposed subordinate plause 5o.64 
Compound sentence with conjunction 33.88 , Introductory verbal phrase, etc. 48.64 
Parenthetic expression 29.70 
' 
Compound sentence with conjunction 34.76 
Introductory verbal phrase, etc. 27.91 
' 
Parts of address, date, etc. 34.19 
Words as single adjective 22.24 , Series 18.59 
Series 15.97 , Nonrestrictive appositive 16.31 
Nonrestrictive appositive 14.93 t Possessive 15.45 
Possessive 14.48 Parenthetic expression 13.45 
' Principal clauses with internal punctuation 11.04 If II Direct quotation 10.73 
Parts of address, date, etc. 9.55 Contraction 6.87 
Compound sentence without conjunction 6.57 
-
Words as single adjective 6.87 
Introduction to following matter 6.27 Introduction to following matter 6.58 
Contraction 5.67 
-
Compound with prefix 5.29 
Direct quotation 4.93 ( ) Explanatory material 5.01 
Co-ordinate adjectives 3.73 
-
Other compound words 4.87 
Compound sentence with conjunctive adverb 2.99 ; Compound sentence without conjunction 2.58 
Compound numbers, twenty-one to ninety-nine 2.84 Indicating abrupt change of thought 2.00 
Before repetition, modification 2.39 II It With another mark of punctuation 1.86 
Direct address 2.24 , Absolute phrase 1. 72 Quotation expression 1.94 
-
Fraction, unless numerator is adjective 1.57 
Independent expression 1.64 Before repetition, modification 1.57 
With appositive 1.20 , Independent expression 1.43 
Compound with prefix 1.05 
-
Compound using adverb at end 1.14 
Absolute phrase 1.05 ; Compound sentence with conjunctive adverb 1.14 
Indicating abrupt change of thought .39 , Quotation expression .86 
Preceding summarization .89 , Direct address .72 
Contrasted word or phrase .75 , Contrasted word or phrase .72 
With another mark of punctuation 
.59 . Principal clauses with internal punctuation .72 
' Compound using adverb at end .44 Preceding summarization .72 
Fraction, unless numerator is adjective .44 
-
Compound numbers, twenty-one to ninety-nine 
.57 
Explanatory material .15 
' 
Between parts of titles, etc. 
.57 
' 
Co-ordinate adjectives 
.43 
With appositive 
.29 
Plural of letters and numbers 
.29 
Total 355.67 Total 374.69 
• 
As a final view o£ the distribution of this data, Table XI shows a 
composite listing of the punctuation of the 36 situations according to 
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their relative ranks. These ranks are based upon the order of importance 
illustrated by their positions in Table X. Listed in Column 1 according 
to the frequency of occurrence in office correspondence, the situations 
are similarly listed in Column 2 for their textbook usage. 
In the first place, it will be noted that only one situation of the 
36--the use of single quotation marks--does not appear in office oorre-
spondence, whereas in the textbooks there are four situations not rep-
resented. 
Secondly, even though many have a relatively close ranking, the 
lack of emphasis in the textbooks, in general, upon the following situa-
tiona appears significant in comparison with that of office correspondence: 
, Parts of addresses, dates, and so forth 
" 
11 Direct quotations 
Compounds with a prefix 
( ) Explanatory material 
- other compound words 
Indicating an abrupt change of thought 
, Absolute phrases 
~ Fractions, unless numerator is adjective 
- Compounds using an adverb at the end 
: Between parts of titles, and so forth 
' Plurals of letters and numbers 
~our of these represent the use of hyphens; two, commas; one represents 
the use of quotation marks; one, parentheses; one, dash; one, colon; and 
one,. apostrophe. 
In the third place, the usage of the semicolon in office correspond-
ence appears far less frequent than the emphasis given to it in textbooks 
would seem to justify, although the ability to discriminate in its correct 
use should be developed. 
From the analyses and interpretations o£ data presented in this 
chapter~ certain conclusions seem evident. They will be summarized in 
the following chapter. 
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'!ABLE XI 
COMPARATIVE RANK OF ALL PUNCTUATION :MARKS 
PER 10,000 WORDS 
DISTRIBUTED IN TWO CATEGORIES OF USAGE 
Marks and Situations Used 
Office 
Correspondence 
, Nonrestrictive modifier 
, Transposed subordinate clause 
, Introductory verbal phrase, etc. 
, Compound sentence with conjunction 
, Parts of addresses, dates, etc. 
, Series 
, Nonrestrictive appositive 
• Possessive 
, Parenthetic expression 
" n Direct quotation 
' Contraction 
- Words as single adjective 
~ Introduction to following matter 
- Compounds with prefix 
( ) Explanatory material 
- Other compound words 
; Compound sentence without conjunction 
-- Indicating abrupt change of' thought 
n n With another mark of punctuation 
· , Absolute phrase 
- ~actions, unless numerator is adjective 
-- Before repetition, modification 
, Independent expression 
- Compounds using adverb at end 
; Compound sentence with conjunctive adverb 
, Quotation expression 
, Direct address 
, Contrasted word or phrase. 
; Principal clauses with internal punctuation 
Preceding summarization 
- Compound numbers, twenty-one to ninety-nine 
1 Between parts of titles, etc. 
, Co-ordinate adjectives 
-- With appositive 
t Plural of letters and numbers 
' ' Single quotation marks 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11.5 
11.5 
13 
14 
15 
16 
17 
18 
19 
20 
21.5 
21.5 
23 
24.5 
24.5 
26 
~·25 
21· 25 
~-25 
27. f!3 
31.5 
31.5 
33 
34·5 
34.5 
0 
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Textbooks 
2 
1 
5 
3 
11 
7 
8 
9 
4 
15 
14 
6 
13 
24·5 
32 
0 
12 
26.5 
29 
24-5 
30.5 
19 
22 
30.5 
17 
21 
ro 
28 
10 
26.5 
18 
0 
16 
23 
0 
0 
• 
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CHAPTER V 
S'OMM.ARY, CONCLUSIONS, AND RECOMMElrnATIONS 
S~ry and Conclusions 
This study of the problem of increasing aoeuraoy in the punctuation 
of shorthand transcripts has pointed out a number of factors that are 
likely to condition success in obtaining and applying that skill. In 
order to clarity various aspects of the problem as background for a reme-
dial teaching program, the study has explored component elements of the 
process. These elements have included the current philosophies, prac-
tices, and problems of remedial teaching, of punctuation, and of short-
hand transcription. Viewpoints and observations have been summarized at 
the end of each sectional report of related literature. Only the most 
significant ones will be mentioned here. 
In the first place, the investigation of related literature indicated 
that a problem exists not only in the punctuation of shorthand transcripts 
but also in the punctuation of written expression in general. It also 
pointed out that the ability to punctuate requires knowledge and skill on 
a level of specialization for which the average student has not received 
preparation. Recognition of this status indicated that the objective to 
produce clear, concise writing for business purposes requires additional 
emphasis in the transcription program upon the teaching and application of 
punctuation rules. In this connection it became clear that there was lack 
of unanimity about the interpretation and requirements of punctuation and 
that it would be necessary to determine essential bases for teaching emphasis. 
• 
•• 
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To deter.mine such bases, data in dictation textbooks and business 
correspondence were selected, analyzed, and interpreted. The limitations 
of the samplings of theory and practice represented by these data were 
recognized. Nevertheless, a belief that the quality and quantity of the 
samplings provide adequate evidence upon which to base conclusions has 
been substantiated by references to statements in the Encyclopedia of 
Educational Research as well as to other studies that have been reported. 
Secondly, it was specifically pointed out that the complexity of the 
process of integration of skills for transcription warranted admission to 
. 
the course of only those students most likely to succeed. For these stu-
dents it was believed that the following factors would condition the 
degree of emphasis needed upon punctuation in order to attain satisfao-
tory transcription skillt 
Intelligence of the students 
Previous learning of the students 
Standards required 
Time allowed for learning 
Opportunities provided for learning and the methods used 
Diagnosis of learning difficulties 
Provision for both group and individual teaching and learning 
Motivation 
Achievement testing, analysis of results, and indication of progress 
It was further pointed out that inadequate measurement of learning 
and diagnosis of difficulties resulted in waste of time, duplication of 
teaching, and loss of interest. It was also indicated that if measure-
ment were properly used, it would facilitate meeting the objectives within 
the time allotted. 
In the third place, opinions were constant that the best method for 
teaching punctuation for transcription would be an integration of the 
work through the co-operative efforts of the English, shorthand, and 
• 
• 
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typewriting teachers. However, the materials and discussions presented 
in related literature were specific, for the most part, only :for the 
shorthand and typewriting departments. No definite plan :for integrat-
ing the teaching in the three major departments was :found. 
~-a result o:f the study o:f related literature and the interpreta-
tion o:f data, the :following specific summarizing statements and con-
elusions are presented. 
Summarizing Statements and Conclusions 
(1) The primary need which has been established through this study 
is that o:f a workable plan :for integrating the teaching o:f transcription 
by the English, shorthand, and typewriting teachers. The :foremost prob-
lem in'this connection appears to be one o:f administration. 
(2) On the basis o:f usage in o:f:fioe correspondence o:f the marks o:f 
internal punctuation established by the tables in Chapter IV, the :follow-
ing 35 situations should be taught :for transcription. Little emphasis 
apparently need be placed on the use o:f single quotation marks. 
Apostrophe 
Contraction 
Plural o:f letters and numbers 
Possessive 
Colon 
Comma 
Between parts o:f titles, and so forth 
Introduction to :following matter 
Absolute phrase 
Compound sentence with conjunction 
Contrasted word or phrase 
Co-ordinate adjectives 
Direct address 
Independent expression 
Introductory verbal or long prepositional phrase 
• 
•• 
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Comma (continued) 
Nonrestrictive appositive 
Nonrestrictive modifier 
Parenthetic expression 
Dash 
Parts of an address, date, and so forth 
Quotation expression 
Series 
Transposed subordinate clause 
Before repetition, modification 
Indicating abrupt change of thought 
Preceding summarization 
With appositive 
Hyphen 
Compound number 11 twenty-one to ninety-nine 
Compound using adverb at end 
Compound with prefix 
Fraction, unless numerator is adjective 
Other compound words 
Words as single adjective 
Parentheses 
Explanatory material 
Q.uotation Marks 
Direct quotation 
With another mark of punctuation 
Semicolon 
Compound sentence with conjunctive adverb 
Compound sentence without conjunction 
Principal clauses with internal punctuation 
This study contains no comparative analysis in office correspondence 
of the frequency of omission of punctuation in certain situations which 
have been shown to be controversial, although such practices have been 
established by references in related literature and findings in the analy-
sis of Table I. For such controversial situations, preferences should be 
established in teaching • 
(3) Even though usage indicated that 35 situations should be taught, 
a general clarification of the term "punctuation error" is needed as a basis 
for marking errors in transcripts. It is conceded that ~ilabilityn is a 
• 
•• 
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relative term; nevertheless, there appeared to be no evidence in the 
research in this field to indicate that the average businessman would 
consider a letter unmailable that omits or adds a mark of internal sen-
tence punctuation that does not destroy the meaning intended. Conse-
quently, it seams a quest~onable interpretation of nmailabilityft for a 
teacher to penalize a student by rating a letter unmailable for those 
uses where authorities themselves are at variance, particularly where 
practice is about equally divided. 
(4) A greater amount of improvement. in the accuracy of punctuating 
can be obtained by placing emphasis in teaching; upon situations according 
to their frequency of usage. ¥or such frequency in office correspondence, 
the findings of the analysis presented in ~ble X provide a basis. This 
table shows that the following 15 situations, in their respective order 
of listing, occur with greatest frequenoyt 
Nonrestrictive modifier 
Transposed subordinate clause 
Introductory verbal or long prepositional phrase 
Compound s entenoe with conjunction 
Parts of an address, date, and so forth 
Series 
Nonrestrictive appositive 
Possessive 
Parenthetic expression 
Direct quotation 
Contraction 
Words as a~e adjective 
Introduction to following matter 
Compound with a prefix 
Explanatory material 
(5) An effective approach to the teaching of punctuation is through 
a knowledge of sentence structure with its varying patterns. In these 
patterns such situations as those represented in the tables of Chapter IV 
should recur in proportion to their frequency of usage and the degree of 
overlearning desired. Little reliance should be placed upon pause effects 
' j 
u 
u 
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for the purpose of securing meaningful transcription in office-type dic-
tation, although in controlled dictation satisfactory results might be 
obtained. 
(6) Special teaching emphasis should be given to the 15 situations 
found to have inadequate emphasis in dictation textbooks when compared 
with office usage, as shown by Table VII. These were listed in the 
interpretation of the table, together with those found to have approxi-
mately adequate emphasis and those apparently overemphasized. It will 
be remembered that this interpretation was made on the basis of frequency 
of usage in each 10,000-word group. The following 15 situations repre-
sent those given inadequate emphasis in textbooks: 
Series 
Parts of an address, date, and so forth 
Nonrestrictive appositive 
Nonrestrictive modifier 
Introductory verbal or long prepositional phrase 
Between parts of titles, and so ·:forth 
Indicating abrupt change of thought 
Explanatory material 
Direct quotation 
Quotation marks with another mark of punctuation 
Contraction 
Plural of letters and numbers · 
Compounds with a prefix 
Jractions, unless numerator is an adjective 
Other compound words 
(7) The findings indicate that frequent achievement testing and diag-
nostic testing should be done, since the mere presentation of opportunities 
to learn does not necessarily mean that ability to punctuate has been devel-
oped. Such tests should be analyzed, and unsatisfactory learning should be 
followed by effective drill procedures and retesting. 
• 
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Recommendations 
(1) Aa a result of the findings and conclusions of the present study, 
the recommendation is made that an integrated remedial program be used in 
teaching the punctuation of shorthand transcripts. It is furthermore 
recommended that a program be used such as that outlined in the prospectus 
given in the following chapter--Chapter VI. 
(2) The recommendation is also made that the program outlined in 
Chapter VI be evaluated and the results reported as a research study. 
(3) In addition, it is recommended that an extensive study be made 
of the punctuation rules used by teachers of transcription, together with 
the standards for classification of punctuation errors • 
• 
• 
CHAPTER VI 
RECOMMENDED REMEDIAL PROGRAM 
FOR TEACHING THE PUNCTUATION OF SHOJRTHAND TR.WSCRIPTS 
Initiating, Administering, and Supervising the Program. The purpose 
of this program is to increase the ability of shorthand students to punc-
tuate their transcripts. The starting point, necessarily, is to set the 
machinery in motion for making such a program functional. Because the 
process of transcription involves the integration of three major skills--
English, shorthand, and transcription--the co-operative efforts of the 
teachers in these departments are essential, 
According to the principles of school administration as defined by 
Fox, Bish, and 1tuffner,1 the general respons~bility for scheduling pro-
grams and fixing 'departmental and staff responsibilities is an adminis-
trative one. As the person most likely to be aware of the problems and 
needs of the business student who is learning to tr~scribe, the head of 
the business department or the transcription teacher may need to take 
the first step. This step involves selling ~idea of integrated 
departmental work for this purpose 
(1) To the administrator to gain his support 
(2) To all teachers, ~~co-operation ~~administrator, 
to make them aware of the need for their support 
(3) To the English, typewriting, and shorthand teachers, with the 
co-operation of the administrator, to make them aware-ar-t~ 
value of their-advice and help 
(4) To the transcription students to encourage their mastery of one 
of the language skills which they will need vocationally 
lFox, ffames, Bish, Charles Edward, and Ruffner, Ralph, School 
Administration, Prentice-Hall, Inc., New York, 1947, PP• 3-20, 
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It is believed that selling the idea can best be accomplished by 
. --
explaining the status of the problem as it has been revealed in the con-
tents of the present study. This could be done in a meeting with each 
• of the four groups previously mentioned. Naturally, a sommvhat differ-ent approach and selection of facts would be needed for eaoh group. 
Upon the sales ability exhibited in this step of the program depends 
much of its success. 
The problem of administering and supervising the program in general 
appears to belong logically to the head of the business department or to 
the transcription teacher, since ultimately the responsibility for the 
status of the composite skill is theirs. However, belittling the efforts 
of co-operating teachers or exhibiting an officious manner would have 
disastrous results so far as the success of the program is concerned. 
The English teacher must be made to feel that she is the adviser 
and interpreter and final judge concerning all problems in English. To 
avoid confUsion, the shorthand~ typewriting, and transcription teachers 
should use the English teacher's terminology in talking with the students 
about punctuation and grammatical terms. These teachers too may add some-
thing to their own understanding of English by using such a co-operative 
plan, for the English teacher is the school specialist in her own field. 
'For interpretations of business situations and forms, however, the 
business teachers are the specialists in their fields. To increase her 
understanding and wisdom, the English teacher must in turn look to them 
for explanations. The entire co-operative experience should result in 
enrichment and broadening of perspective for each teacher involved. 
• 
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Before the plan can actually be initiated, several meetings of the 
staff of the three departments may be needed for the following purposes: 
(1) To clarify the plan and the standards required 
(2) To select and interpret punctuation rules 
(3) To select the materials 
(a) for group work 
(b) for individual work 
(4) To determine procedures 
(5).To decide upon the type of diagnostic and achievement testing 
(6) To decide upon motivation 
(7) To decide upon time schedules for the proper sequence of integration 
Even though a relatively small number of students may be involved, 
careful planning is essential to make the work effective and to conserve 
time in a school program that is no doubt already overloaded • 
:Materialst Their Preparation ~ ~· The following list summarizes 
the basic materials needed by the participants in the program: 
'For English, Shorthand, Typewriting, and Transcription Teachers 
--- Punctuation Summary Sheet (see eiimple following this prospectus) 
Basic set of sentences (similar copy for each teacher) 
Practice Sheets for each drill procedure, in a series of five 
or six, and/or tests (differing copy according to pro-
cedures in each department) 
For Transcription Students 
Punctuation Summary.~heet (see previous reference) 
3 by 5 cards--one for each week in the formal transcription 
program (see example of Weekly Analysis Card at the 
end of this prospectus) · 
2 or 3 sheets of graph paper (see eXRmple of Progress Chart 
at the end of this prospectus) 
A standard loose-leaf notebook with fillers 
For All Teachers 
----punctuation Summary Sheet (see previous reference) 
_:::;: 
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Although teachers might be somewhat dismayed by the realization 
that much specific material would be needed to initiate such a program, 
assembling a file or adequate references would be a problem only for 
the first year. Some practice work can be done directly from expository 
writing in any well-written textbook or from the shorthand notes in busi-
ness education textbooks# but caution should be used in making such 
selections. The sentences are often so long or involved that they might 
be confusing for fundamental work. The possibility of their usage, how-
ever, is suggested during the time an original file is being assembled. 
The use of a Punctuation Summary Sheet, referred to in the list of 
materials, is suggested as a device not only to serve as a reminder of 
the situations usually needing punctuation but also as a basis for analy-
sis of errors. Although the usage of these sheets is intended primarily 
for the transcription students and the teachers in three departments, it 
is suggested that a copy likewise be supplied to every member of the staff 
in the school. It seems plausible to believe that students may seek 
information from other teachers when sentence examples are being sought. 
Consequently, all members of the staff should be aware of the contents 
of the program, its objectives, and its procedures. Incidentally, some 
general enthusiasm an~ value may accrue from making punctuation a little 
more meaningful. Duplicating enough copies to meet these requirements 
would be the major duplication project needed for the program. 
The preparation of the basic set of sentences, to be used for group 
remedial teaching, could be divided among the teachers in the departments 
using this program. The term basic set as used here means 15 sentences 
for each of the 35 rules represented by the situation on the Punctuation 
Summary Sheet (excluding single quotations). This division means not 
•• 
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over nine sheets for any teacher. If there is more than· one teacher in 
any of these departments, the work would obviously be lessened for each 
one. It is suggested that, as the basis of the first sentences to be 
composed, the first 15 situations listed in Table X for frequencies of 
usage in office correspondence be used--all of course using business 
ideas and terminology. 
It would be unnecessary in general to supply each student doing 
individual remedial work with a personal practice sheet. Time and money 
could be saved by having in the file the estimated number of work copies 
that would represent the maximum number of students doing individual work . 
on a problem at the same time:--possibly four or five. If the student 
uses these sheets for his problem material and puts his answers on sepa-
rate sheets (scrap paper, perhaps), the work copy could thus be preserved 
for use indefinitely. The technique of underscoring and/or numbering 
specific elements to be._identified would simplifY the amount of writing 
to be done by students as well as decrease the checking required. 
To save· further time for both the teacher and the student and at 
the same time to provide many opportunities for practice, the practice 
sheets could be keyed for the student's self-checking. The key could be 
attached to the back of the copy or kept in a file to which the student 
would have access. 
For accuracy in the use of the language skills being emphasized in 
these individual remedial sheets, the student's goal should be 100 per 
cent. Consequently, a series of five or six work copies for each drill 
procedure and/or test should provide adequate background. By the use of 
such a method, the student's rate of progress would be governed by his 
• 
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own oapaoity and needs. Following the first conference about a particular 
problem, the student would return to the teacher for additional help only 
when it bec~e evident from his answers on the practice sheets that he did 
not understand the problem. He would report also when the accuracy of his 
work on the practice sheets indicated that he was ready for a test of that 
skill. 
The Weekly Analysis Cards and Individual Progress Charts could be 
initially prepared by the students. These two records should be kept by 
every student taking formal transcription. Rege.rdles~ of the method used 
in conducting the formal transcription progr~. it is believed that results 
would be available for transference to auoh forms. It is to be noted from 
the following illustrations that the cards are not only records of errors 
in each day's and week's transcripts but that they also speci~ on the 
back of the card the type of remedial work to be done. They are further-
more ·used to indicate·the date of completing the work, an~ they provide a 
permanent record for the file about each student's efforts. It is sug-
gested that there might be added value in designating a student each week 
to total the records for the Weekly Analysis Cards in order that a Class 
Progress Chart might be kept. (Note ~he usage for the front and the baok 
of the 3 by 5 cards illustrated at the end of this prospectus.) 
The suggestion is made that a loose-leaf notebook be kept by eaoh 
transcription student who needs to do individual remedial work. A col-
lection of examples of English and shorthand sentences whioh illustrate 
troublesome rules should be valuable references not only for the student 
who assembled the.m but also for students in suooeeding years. For this 
permanent collection, filed at the end of the year in an attractively 
• 
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titled binder with the class year recorded on it, a standard format should 
be required. It is suggested that the for.m for the format be a matter for 
the members of the class to decide. The use of a specified format and 
the awareness that it is for a permanent record should prompt students to 
prepare their typed work carefUlly. ~rther reference is made to the 
foregoing ideas under motivation. 
Plans ~Procedures. · (1) At the beginning of the formal transcrip-. 
tion program, it will no doubt become distinctly evident that some stu-
dents are having difficulty in punctuating their transcripts. In order 
to isolate the causes, as the basis for remedial teaching, a diagnostic 
test should be given. This test should attempt to deter.mine which of 
the component skills--English, shorthand, or typewriting--is blocking 
the attainment of transcription skill. As the basis for the test, it is 
suggested that the first 15 situations listed in Table X, showing the 
frequencies of usage in th~ order of their importance in office correspond-
enoe, be used. The parts of the test should include the following 
sequences: 
(1) "Fifteen sentences in English representing the foregoing situa-
tions to be punctuated 
(2) ¥ifteen sentences in well-proportioned shorthand notes to be 
transcribed in handwritingwith punctuation 
(3) Fifteen sentences in well-proportioned shorthand notes to be 
transcribed on the typewriter with punctuation 
(4) F1fteen sentences taken from dictation at a rate of speed 
within the ability of the group to be transcribed in hand-
writing with punctuation 
(5) Fifteen sentences taken from dictation at a rate of speed 
within the range of the group to be trans eribed on the 
typewriter with punctuation 
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These five tests should be taken as outlined below in two successive 
days in order that increments of learning may not affect the results. 
Administration of the tests should follow specific directions as to pro-
oedure and timing. Business terminology and a variable order of the 
situations should be used for eaoh part. 
First day: 
Second day: 
Part l given by the English teacher 
2 given by the shorthand teacher 
3 given by the transcription teacher 
4 given by the shorthand teacher 
5 given by the transcription teacher 
An analysis and comparison of the results o£ the work on these parts 
of the test should point out whether difficulty is basically attributable 
to a lack of knowledge of punctuation and ability to apply it, whether 
there are shorthand difficulties inherent in the student's own notes, or 
whether blocking occurs only when the integration of skills at the type-
writer is attempted. The results obtained from this analysis and from a 
knowledge o£ the student's shorthand and typewriting status should indi-
cate the first type of procedure to be taken for improvement. 
(2) The results of the foregoing test will undoubtedly show whether 
both group and individual remedial teaching should begin at this point. 
I£ it becomes evident that several members of the group could not apply 
any particular punctuation rule throughout the parts of the test or that 
several have shorthand or typewriting difficulties, group remedial teach-
ing should be done for those rules. On the other hand, for those rules 
in which varied individual difficulties are indicated, the remedial 
teaching approach should be individual. In this. way the component ele-
ments of the transcription skill are broken down for separate drill in 
their respective departments upon those elements of greatest weakness. 
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For group remedial teaching, the starting point may obviously be in 
the English department. It is suggested that the teaching procedure to 
be used here follow the ,sequence given below: 
(1) Use blackboard or duplicated illustrations, explaining the 
English situation and the punctuation rule to be applied 
(2) Establish ability to recognize the s~e situation in additional 
sentences · 
(;) Distribute for punctuation by each student a sheet containing 
five or six sentences. Check answers given and discuss error 
situations 
On the succeeding day, it is suggested that the shorthand teacher 
use the foregoing situations in the following manner (not·the s~e sen-
tenoes, however): 
(1) Write sentences on the blackboard illustrating the situations 
(2) Solicit solutions from members of the group; ask for reasons 
for their choices of punctuation 
(;) Dictate sentences to be taken in shorthand for individual punc-
tuation, and discuss mlutions 
Following these two emphases, the typewriting teacher should die-
tate short sentences involving the foregoing situations direct to the 
students at the typewriter. (These are different sentences from the 
ones previously used, although the situations are the same. The sen-
tences for the foregoing procedures in the English, shorthand, and type-
writing departments are all taken from the basic set of sentences men-
tioned in Materials.) The correct punctuation should be read so that the 
students may check their work, and the reasons should be gi van for the 
choices of particular marks. 
At this point the students should be ready to demonstrate whether an 
increased understanding and ability to apply the proper punctuation has 
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been acquired. As a basis for such a demonstration. it is suggested that 
other sentences be dictated by the transcription teacher for the studen~s 
to take in shorthand and then transcribe later in the period. These can 
be read back quickly in class tor checking. ~om these results the tran-
scription teacher can determine whether further group emphasis is neces-
sary and, if so, whether in English, shorthand, or typewriting--or in 
all three. 
The foregoing division of work among the teachers in the three 
departments indicates the importance of scheduling such teaching care-
fully and selecting the proper materials for emphasis. This requirement 
implies the necessity for supervision of the whole procedure by one per-
son. It has been pointed out earlier that the logical person to do this 
seems to be the transcription teacher because of her closeness to the 
problems Which arise. 
The tempo of the group remedial work should be rapid but not so rapid 
that clarity is sacrificed. If two or three sentences are used in each 
department for each situation to be emphasized, it will be seen that each 
situation will have been presented a minimum of eight times. Such an 
a 
amount of emphasis should provide the necessary background needed .for 
improvement in transcription skill. If, however, further emphasis appears 
to be needed in shorthand (this would be the case when the student seems 
to know the rule but needs further opportunities to recognize its applioa-
tion when shorthand symbols are used), the shorthand teacher should pro-
vide a repetition of the steps previously outlined for her. ~ikewise, 
if the emphasis appears to be needed in typewriting or transcription, 
those teachers should provide the additional emphasis for the group work. 
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On the other hand, if additional emphasis is needed only by indi-
vidual students, the individual remedial teaohing plan should be followed 
for whichever skill is needed or for all the separate skills if they are 
indicated. 
For individual remedial teaching, it may be necessary to delve more 
deeply into fundamentals to supply necessary background. For instance, 
the following emphasis in English might be required, proceeding from the 
general to the particular or vice versa, depending upon the student's 
problem. 
English Department 
I. Teaching fundamentals for recognition, selection, and applicati'on 
A. 
B. 
c. 
D. 
Sentence types 
simple 
compound 
complex 
compound-complex 
l Sentence elements (as suggested by Birk ) 
basic elements 
modifying elements 
connecting elements 
appositive elements 
independent elements 
Phrases and Clauses 
Parts of speech 
II. Teaching the rules of punctuation for recognition, selection, 
and application 
Guidance of the student in his individual study at this level is of 
great importance after the basic explanations of a particular problem 
have been given. Ample problem-solving materials should be available to 
~irk, W. Otto, Structural Gr8llllllar for Building Sentences, D. c. Heath 
and Company, Boston, 1949, p. 23. -
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provide opportunities f'or developing skill in recognizing and selecting 
the specific elements being studied. When the fundamental background 
has been obtained by the use of' the sheets suggested under Materials, 
the student is ready to return to the problems of' punctuation. For this 
individual study of' punctuation, ample problem-solving English materials 
will again be needed. Ideally f'or such practice business terminologies 
should be used, f'or business ideas are predominantly the focus of atten-
tion for these students. Ability can be developed, however, to make dis-
oriminations in usage by asking the students to soan outside sources f'or 
examples of specific situations. 
Shorthand Department 
· If the student's basic weakness was in English and not inherent in 
his shorthand background, it will not take him long to demonstrate his 
English improvement in dealing with shorthand. To do so, he should be 
directed to sentenoes written in shorthand for the following activities: 
(1) Recognition of' those elements he has been studying in English 
(2) Selection and copying of shorthand sentences pertaining to 
his punctuation difficulty 
(3) Sheets containing five or six shorthand sentences to be 
punctuated 
For these activities work sheets or references will be needed. 
As has been suggested in discussing Materials, a series should be avail-
able for each drill procedure mentioned. Fbr the first item in the 
Shorthand outline, the elements referred to are those listed under fun-
damentals in the English o~tline. These exercises, however, should be 
written in shorthand. By the use of' keyed file copies with the elements 
underscored or numbered, the same copies could be used over and over, f'or 
the student could put his solutions on other paper. 
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It is believed that the student's problem here is not laok of knowl-
edge of English but that it is lack of skill in recognizing the English 
relationships when shorthand symbols are used. Consequently, it is thought 
that he should have more opportunities to gain skill under guidance. 
For the second item the shorthand teacher should have available a 
list of pages in shorthand textbooks which illustrate specific punctua-
tion rules. The student should be directed to scan those pages to see 
whether he can find examples of a particular situation requiring punctua-
tion. If so, he is directed to copy the sentence or sentences in short-
hand for his remedial notebook• leaving themtemporarily unpunctuated, 
however. These answers may likewise be keyed. The use of this procedure 
may force the student into more rapid reading of shorthand, give him 
opportunity to identify a punctuation need, and provide sentences for tran-
scription in his next work. 
The suggestion is made that the third procedure be used to test his 
application of punctuation. Keyed copies for such exercises need only 
supply the word before the mark of punctuation, the mark of punctuation 
to be used, and the word following the punctuation. The stud'ent's answer 
sheet, as well as the keyed copy, should contain the preceding punctua-
tion sequence both in shorthand and in longhand. 
The foregoing shorthand drill procedures are suggested for use in 
improving skill in recognition of sentence relationships and their punc-
tuation. However, ifweakness is inherent in his shorthand background, 
, remedial techniques for the improvement of his shorthand should be sched-
uled entirely aside from this remedial program. 
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Transcription Department 
The student who has been adequately guided in the preceding remedial 
work and who does conscientious work and wishes to improve--~.!!.~-
~ £!_ improving--should now be ready to integrate the skills in trans crip-
tion. If his difficulties were inherent in typewriting, special type-
writing techniques for improvement should be provided aside from this pro-
gram. If no manipulative weakness is evident# he is ready to obtain further 
practice in integration. For this purpose the following procedures are 
suggested: 
(1) Transcription of sentences written in well-proportioned short-
hand notes 
(2) Transcription from his own notes of the sentences he has 
selected in his work for (2), in the foregoing list for the 
shorthand remedial work 
(3) Transcription of notes dictated to him by the transcription 
teacher that illustrate his particular punctuation diffi-
culties (The work done on these sentences should meet the 
standards required for transcription.) 
Like the drill procedures used in the other two departments, keyed 
copies can be provided for pr~otice here. The third drill procedure 
I 
should really act as a test of his improved skill in integration. If it 
appears evident that the use of the typewriter is blocking his accuracy, 
the repetition of these three steps should continue until he feels at 
ease in his performance. 
In viewing the objectives, materials, and procedures that have been 
suggested for remedial practice to improve punctuation, it will be seen 
that a composite skill has been broken down into its major component 
skills. To strengthen these separate skills. special drill devices end 
procedures have been suggested. As a final step, the skills have been 
recombined for demonstration of improvement as a part of the formal 
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transcription progroon. Provision has been made for both group and indi-
' 
vidual practice. As a result, gaps. in educational background that would 
affect the success of a student in obtaining transcription skill have 
been closed. T.he length of time available for continuance of such pro-
cedures would, of course, be one factor that would condition the degree 
of improvement possible. Another factor would be that of the intelligence 
of the students who were admitted to the course. As has been pointed out, 
the requirements of the local situation will usually govern the selection 
of the students. A third factor that should not be belittled, however, is 
the morale of both teachers and students during the progress of this 
progroon. 
The student should not be made to feel that his transcription errors 
are ncrimes committed.u He should be made to realize that remedial prac-
tioe under guidance is a quicker method of attaining a desired skill than 
random practice or no additional practice. For this reason degrees of 
improvement should receive recognition, first from the personal satis-
faction that accompanies progress and, secondly, from recognition by his 
teachers an8 classmates of his change in status. Consequently, the prob-
lam of motivation should be considered an important one in this program. 
Motivation. It is suggested that the following three devices be 
used for motivating transcription: 
(1) Use of individual and class progress charts 
(2) :Recognition of his punctuation skill by giving him another 
English mark to be averagEdwith his other English marks under 
the following circumstances: 
A = if he does not have over three errors weekly on his 
punctuation error analysis card 
B = if he does not have over six errors weekly on his 
punctuation error analysis card 
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(3) Use, as a part of' a permanent school reference file for examples 
of punctuation usage, of the pages the student produces in his 
remedial notebook--both his shorthand and his typed copy for 
the two drill procedures that have been mentioned 
A Consideration of' Obstacles. In a view of this program from read-
ing the manuscript, the following major problems appear: 
(1) Preparing the quantity and quality of' materials needed 
(2) Establishing the necessary routines 
( 3) Securing administrative support 
These points were carefully considered before suggesting the program. 
None of' them appear insurmountable obstacles. The need for integrated 
work in this subject has been expressed so constantly for so many years 
that obviously some solution must be attempted, tested, and the results 
reported • 
PUNCTUATION SUMMARY SHEET 
Apostrophe 
Colon 
Comma 
1. Contraction 
2. Plural of letters and numbers 
3. Possessive 
4. 
5· 
Between parts of titles. etc. 
Introduction to following matter 
6. Absolute phrase 
7• Co~pound sentence with conjunction 
8. Contrasted word or phrase 
9. Co-ordinate adjectives 
10. Direct address 
11. Independent expression 
12. Introductory verbal phrase or long prepositional phrase 
13. Nonrestrictive appositive 
14. Nonrestrictive modifier 
15. Parenthetic expression 
16. Parts of an address. date, etc. 
17. Quotation expression (informal) 
18. Series 
19. Transposed subordinate clause 
Dash 
:-- 20. 
21. 
22. 
23. 
Before repetition or modification 
Indicating abrupt change of thought 
Preceding summarization 
With appositive 
Hyphen 
24. Compound number, twenty~one to ninety-nine 
25. Compound using adverb at end 
26. Compound with prefix 
27• Fraction, unless numerator is adjective 
28. Other compound words 
29· Words as single adjective 
Parentheses 
30. Explanatory material . 
Quotation Marks 
31. Direct quotation 
32. Single quotation 
33· With another mark of punctuation 
Semicolon 
34· 
35· 
36. 
Compound sentence with conjunctive adverb 
Compound sentence without conjunction 
Principal clauses with internal punctuation 
------ A---------- -- "1- -:---..... ·-~v- v.t..a.c;.c..u vuo a \1\AU.'O.U.I.I .t~Q.C VUJJ1-
pleted remedial practice ·under a< teacher's guidance. 
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ERROR ANAt.YS IS CARD 
Student J(J~. ~ k- Date Y=~- ~ /'7.r~ 
{/ ~ 
Mark Monday * Wednesday Friday 
Apostrophe /.S3 3 
Co'!_on 
Comma t. // /j_ /.:Z 3 
Dash . 
Hyphen -~~ 
Parentheses 
Quotation Marks 
Semicolon 
Totals ~ ~ _.s-
Connnents: 
. (Front of Card) 
*Provide for the number of days weekly that formal 
transcription is given. 
Total 
3 
_..,£ 
/ 
~ 
**Figures refer to· situations on the Punctuation Summary 
Sheet in which the student has made error. Several 
cards showing the same error suggest group practice. 
Da-be 
Departments Group Individual Teacher Completed 
English J/~ (jj) ~/'-9S"~ 
Shorthand c3.J..2- »-'"--A- ~ /7/.5'2-
Typewriting 
Transcription J;/2- ~~ ~y..r,z 
Connnents: 
..t. (Baok of Card) I 
lFor use ·by the transcription teaoher to direct the student's 
remedial practice and to indicate that the student has com-
pleted remedial practice under a teacher's guidance. 
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'CLASS PR OGRESS CHAR'! 
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Err ors 
s6 
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APPENDIX I 
OOPY OF THE LETnl:R BEQUESTING PERMISSION 
TO MAKE ANALYSIS OF OFFIOE OOBRESPONDENOE 
Dear Mr. ------
As a teacher of business education who is doing research at 
Boston University this year, I am making a study of the frequency of 
the various marks of punctuation in actual business letters. A com~ 
parison will then be made with the punctuation found in textbooks com-
monly used for teaching shorthand transcription. The results of the 
research are to form the basis of a program to be used in connection 
with teaching transcription. 
137 
MY plan of procedure is to visit offices in the Erovidence-
Boston area at an appointed time to make the analysis on the spot of 
fifty letters selected at random from the office files. The analysis 
would take from two to three hoursQ Would you be willing to have me 
make such an analysis of letters in one of your offices? If so, would 
Frid~, March twenty-third, at one-thirty o'clock be a convenient time? 
I should like to list the names of the co•operating firms in 
my study, but the contents of the letters would remain entirely confi-
dential. Professor Lester I. Sluder, Director of Research in Business 
Education at Boston University, has given me permission to refer you to 
him for information concerning my purpose in this survey. He will also 
be glad to answer any questions you may wish to ask regarding my char-
acter and integrity. 
Your co-operation in making this study of a deficiency in 
secretarial training which is often,criticized by businessmen will be 
very much appreciated. An envelope is enclosed for your convenience 
in replying. 
Very truly yours, 
Enclosure 1 
•• 
APPENDIX II 
COMPANIES m WHICH ANALYSIS OF OFFICE CORRESPONDENCE WAS MAUE 
1. G. H. Walker & Co., Investment Bankers 
15 Westminster Street 
Providence, Rhode Island 
2. New :e1ngland Mutual Lire Insurance Company 
501 Boylston Street 
Boston, Massachusetts 
3· Providence Washington Insurance Co. 
20 Washington Place 
Providence, Rhode Island 
4. Jenks and Ballou, Engineers 
2400 Industrial Trust Building 
Providence, Rhode Island 
5. Builders Iron Foundry 
345 Harrison Avenue 
Providence, Rhode Island 
6. Hotel Statler 
Boston 17~ Massachusetts 
7• Johnson, Clapp, Ives, and King, Lawyers 
50 State Street 
Boston, Massachusetts 
8. Wm. Filene 1 s Sons Company 
Washington Street 
Boston, Massachusetts 
9. Providence Gas Company 
100 Weybosset Street 
Providence, Rhode Island 
10. New England Telephone and Telegraph Co. 
185 Franklin Street 
Boston, Massachusetts 
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APPENDIX III 
TEXTBOOKS USED FOR TEE ANALYSIS 
OF PUNCTUATION RULES GIVEN IN TABLE I 
Ma.rckwardt, Albert H., Scribner Handbook of English, Charles 
Scribner's Sons, New York, 1948, PP• 273-310 .. 434: 
Kierzek.. John M., The Macmillan Handbook of English, The 
Macmillan Company, New York, 1947, PP• 31~47• 
Hodges, John C., Harbrace Col~ege. Handbook, Harcourt Brace 
Company, New York, 1946, PP• 111-156, 178-179• 
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Greever, Garland, and Jones, Easley S., The Century Handbook 
of Writing ... D. Appleton-Century Company,:New York, 1942, 
PP• 309-343 I 231 -239· 
Foerster, Norman, and Steadman, J. M., Jr., Writing and 
Thinking, Houghton Mifflin Company, Boston, 1941, pp:-1"61-201, 
212, 271. 
Eagar, Hubert A., Stewart, Marie M., Hutchinson, E. Lillian, 
The English of Business, The Gregg Publishing Company, New 
York, 1948, PP• 84-85, ·94, 124-175· 
Tressler, J. c., and.Lipman, Maurice c., Business English 
in Action, D. c. Heath and Company, Boston, 1949, PP• 448-467, 
501, 502. 
8. Whitmore, Irol, and Wanous, s~ J., Shorthand Transcription 
Studies, South-Western Publishing Company, Chicago, 1944, 
pp. 24:0-ek3. 
9· Walker, Charles F., and Aurner, Robert R., Practical Business 
English for Colleges, South-Western Publishing Company, 
Chicago,-r946, pp. 4, 5, 6, 37, 129-134• . 
10. Reigner, Charles G., College English for Business, The H. M. 
Rowe Company, Baltimore, 1949, PP• 29-35, 165-227. 
• 
APPENDIX IV 
DICTATION TEXTBOOKS USED FOR ANALYSES 
REPORTED IN CHAPTER IV 
1. Shorthand Dictation Studies 
Wallace B. Bowman 
South-Western Publishing Comp~y, 1939 
2. Rational Dictation Studies 
Edward J. McNamara and Charles E. Baten 
The Gregg Publishing Company, 1943 
3· Gregg Speed Building 
John Robert Gregg 
The Gregg Publishing Company, 1938 
4. Correlated Dictation and Transcription 
Forkner, Osborne, O'Bilin 
D. c. Heath and Company, 1940 
5. Modern Graded Dictation 
Sadie Krupp Newman 
Ginn and Company, 1934 
6. New Dictation Course in Business Literature 
Charles G. Reigner 
The H. M. Rose Company, 1946 
1· Gregg Dictation Simplified, Teacher's Handbook 
Louis A. Leslie and Charles E. Zoubek 
The Gregg Publishing Company, 1949 
8. Gregg Speed Building for Colleges 
John Robert Gregg -
The Gregg Publishing Company, 1943 
. 
9. Dictation for Mailable Transcripts 
Louis A. Leslie and Charles E. Zoubek 
The Gregg Publishing Company, 1950 
10. Gregg Transcription Simplified, Teacher's Handbook 
Louis A. Leslie and Charles E. Zoubek 
The Gregg Publishing Company, 1950 
